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ABSTBACT . . 

" The monograph focuses on tutoring as a means of ■ 
inpxpving achievement in handicapped and disadvantaged students. 
Chapter 1 looks at some of the factors which ^ detracr from 
instructional time, and points but some of ^ the benefits of zutoring 
.which are supported by research. Peer or cross age T:utoring is 
discussed in Chapter 2 in terms of academic skills improvement in 
tutors and ncncognitive benefits for tutors. A third chapter looks at 
^elements of an effective tutoring program with sections on programed 
ys. directed tutoring, content of instruction, establishment of 
mastery levels, frequency and duration of tutoring lessons, tutor 
training and supervision, measurement of progress, and selection of 
tutor student pairs. Chapter 4 briefly outlines some ox rhe important 
decisions and activities for teachers who implement a cross age 
tutoring program. Drawing on the materials developed by the National 
School Volunteer Program, Chapter 5 presents an overview of volunteer 
services^ recruiting strategies, and procedures for managing 
.volunteers in the classroom. A final chapter offers additional 
commients on tutoring* Appended are materials to illustrate how to 
prepare tutors* for work with low performing children. (SB) 
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Preface 



This little book ajout tutoring was undertaken at the request of CEC 
and the urging of some of our university and public school colleagues. 
In contemplating this venture, we rejected a strong temptation to write" 
a cookbook detailing how to install and manage a tutoring program in 
the schools. Rather, we set out to construct a rationale for tutoring as a 
serious intervention for aiding low performing youngsters and to dis- 
till the scientific knowledge extracted from the research on this topic. 
Based on this research evidence and on several years of personal ex- 
perience with real life tutoring programs we have addressed some 
concerns and some questions that practitioners encounter when they 
.pontemplate establishing tutoring programs, and have attempted to 
provide information that will help them with decisions related to these 
questions. 

As usual, the scientific knowledge base for this topic is rather in- 
complete even though many investigators have studied various aspects 
of tutoring. However, at the risk of preempting our own findings, ws 
can say that* while a number of important issues remain unresolved, 
there is fairly convincing evidence that the addition of tutoring to the 
regular school program can have quite significant, beneficial effects o i 
children's achievement. 

Credit ior the empirically derived know^ledge on tutoring goes to 
hundreds of researchers. Credit for our personal knowledge on the 
topic is due largely to Bill Mayhall's and Linda Jenkins* work in design- 
ing cross age tutoring programs for handicapped and economically 
disadvantaged youngsters who were failing to learn basic academic 
skills. Linda Jenkins, for example, has conducted tutoring programs in 
Delaware. New Mexico. Illinois, and Washington State, some in the 
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context of special education, others within Title 1 programs. Of course, 
the real credit for our personal knowledge niust be shared with the 
many children who participated as tutors and learners, the cooperating 
teachers who restructured their classroom schedules- to accommodate 
the tutoring programs, the school principals who supported and en- 
couraged these programs, and the special education graduate students 
who received practicum training in connection with public school 
resource rooms where tutoring was conducted and who themselves 
contributed ideas for upgrading the quality of th- urograms, A number 
of anecdotes are described in the ensuing material. In those cases 
where we have used tutored children's names, we have substituted 
other names in the interest of confidentiality. 

The authors are grateful to Constance Pious for her comments and 
editorial help on an earlier version of this manuscript. 
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Prologue 



This monograph focuses on tutoring as a means of improving student 
achieve.nent. The rationale that we develop for establishing tutoring 
programs is based on the need to improve the achievement levels of 
handicapped and disadvantaged students. It may appear that we view 
academic achievement as an end in itself and as the only problem area 
in which these students need attention. Nothing could be further from 
the truth. Many handicapped ar^l disadvantaged children lack ap- 
propriate interpersonal skills related to establishing and maintaining 
friendships, handling conflicts, and matching behaviors to different 
situations. These skills must' be learned if students are to avoid dis- 
qualification from the educational mainstream. 

Equally important, however, is acquisition of academic skills. Most 
referrals to special education result from retarded academic develop- 
,ment. particularly in the area of reaching. Reflecting on the goals and 
purposes of schooling. Stoddard (1961) and Reynolds and Birch (1978) 
have refered to reading, writing, and arithmetic as the cultural impera- 
tives, capabilities which schools have been created to instill in matur- 
ing youth. Society sees the cultural imperatives as the central concern 
of the educational estpiblishment and charges it with meeting these im- 
peratives. 

Serious consequences emanate from a failure to achieve commen- 
surate with the standards set by society, and these consequences have 
far reaching effects both on the person and society itself. Some are 
progressive, as when daily exposures to failure and defeat propel 
youxig persons down an emotional path leading from anxiety to dis- 
couragement to apathy to alienation. Some consequences are abrupt. 



as when students are disqualified from regular education to be 
reassigned to programs that separate them from regular classmates 
and from the social as well as learning opportunities that characterize 
normalized educational environments. Other consequences of un- 
satisfactory achievement are delayed, but equally negative, rangmg 
from restricted career and vocational opportunities to reduced recrea- 
tional and material advantages. Thus, we justify our concern with the 
cultural imperatives of academic achievement not because they are tne 
only problem confronting handicapped children and their teachers, 
but because they are a primary goal of schooling and are capable of 
producing a profound and permanent influence on a person's life. 



1 The Rationale for 

Tutoring 



children with learning disabilities, mental retardation, behaviox disor- 
ders, and sensory handicaps have one characteristic in common. They 
acquire basic academic and social skills at a slower rate than do their 
nonhandicapped peers. In this respect they are similar to many 
' children who are raised in impoverished environments or whose na- 
tive language is other than English. To the extent that these children 
fail to master basic academic and social skills which society holds to be 
essential, they have been and will remain cut off from many benefits 
enjoyed by their normally achieving peers. 

CHALLENGE TO TEACHERS 

The task facing professionals who teach these children is clear 
enough — how to raise achievement rates and thereby reduce the dis- 
crepancy between handicapped children and their peers. It is less 
clear just how this task can be accomplished, particularly when one 
examines the rather dismal record of previous attempts to help 
children with learning problems. Evaluations of special education 
programs ha^'e. more often than not, found that handicapped children 
achieve no better as a result of placement in special programs. For the 
most part, evaluations of remedial services for regular education stu- 
dents have not yielded any better news: the effect of Title I programs 
and remedial reading programs are often too small to detect. Later in 
this chapter we^will propose some reasons why these programs may 
have failed. 

At any rate, teachers face a hefty challenge m arranging humane yet 
effective conditions that will maximize cognitive and emotional 



growth tor handicapped children. By itself, teaching is not that 
difficult. Teachers with whom we hav^^ talked are confident thai Ihey 
could teach almost anything to nearly anyone, if they had the lime. The 
f?xt that Maxine requires 80 repetitions of a rule before she can apply 
it consistently is a problem only if her teacher has insufficient tim;^ lo 
provide the repetitions. Of course, time spent with Maxine is probably 
time taken away from other students who have already learned Max- 
ine's rule or who are at an earlier spot in Ihe curriculum. Whether or 
not. or when, Maxine learns the rule will probably not bf^ determined 
by her teacher's ability to teach, but by her teacher's available lime. 
The problem faced by Maxine s teacher— that of getting sufficient time for 
teaching Maxim} — is a function of class size and of the varieties of human 
differences found in schools, 

ACCOMMODATING INDIVIDUAL DIFFEKE^NCES 

Two types of human differences contribute to ibe teacher's problem in 
providing adequate instructional lime. One is tKe.difference in what 
children already know. Some children need to be taught to count and 
to read. Others arrive at school with these skills, intact. Some need to 
be taught how to draw cause and effect inferences; others are already 
quite capable in this regard. Some need to be taught the meaning of 
the words left, right, under, damage, bulge, and irritated. Others have 
learned these, meanings already. Differences in previously acquired 
knowledge complicate the teacher*s world because they mean that 
different children will require instructional time on different learning 
tasks. 

The second type of difference among children that complicates the 
job of teaching was already illustrated in the case of Maxine, Children 
require different amounts of instruction to master the same skill. If a 
teacher has four children who nee ' to learn the sound? for /a/, /m/. /t/. 
and /s/. she can form a small group and pro "ide daily instruction on 
these elements. A problem arises when one student learns the sounds 
after one day. the second student after three days, the third after five, 
and the last finally masters the sounds after eighc days. Such situations 
are commonplace, and there are almost no completely satisfactory 
resolutions for these problems in different lejirning rates. One solu- 
tion, keeping all students on the same task until everyone has learned, 
will impede the fasier students' progress. Alternatively, abandoning 
the task before all students have mastered it will almost certainly 
guarantee subsequent failure for the slow students. Breaking up the 
larger group into two smaller groups is a partial solution, but even then 
remaining differences in learning rate will prevent some student', 
from making optimum progress. A second difficulty with this latter 
solution is that it reduces available instructional time. To illustrate, if 
20 minutes were originally scheduled for instructing a group of four 
students, then dividing this group into two reduces instructional lime 
for each group to 10 minutes, '^hus. attempts to. provide for individual 



differences often result in a reduction of instructional time for any 
single student. 

Without a satisfactory solution to this problem, efforts to individual- 
ize instruction usually take the form of private seatwork, as evidenced 
by the proliferation of student workbooks. We believe that the ability 
of workbooks to teach useful skills has been vastly overrated. More 
often than not, their major value is to occupy a portion of the class so 
that a teacher can instruct a small group without interruption. Unfor- 
tunately, the distinction between teaching and keeping children oc- 
cupied has grown blurred, so that some individuals have come to 
believe that children learn reading skills by completing workbook 
pages. 

The absurdity of this position is apparent when children are kept 
from moving to the next reading level because they have no^or cannot 
complete, the workbooks satisfactorily, even though they are capable of 
reading and comprehending the reading textbook. Over the years, 
workbooks have come to dominate classroom instruction. The number 
of ••skills" that workbooks are said to teach has grown geometrically. It 
is interesting'that increases in reading achievement scores have not ac- 
companied the new and "improved" curricula. On the contrary, there 
is some suggestion thc.^ reading achievement scores have declined. We 
believe that workbooks by themselves cannot be counted upon to in- 
,dividualize reading and nnath instruction, that their ability to in- 
dividualize instruction is more apparent than real, and that teachers 
are faced with an extrt mely difficult challenge in providing efficient 
and effective instrurtiun to children who differ both in previously ac- 
quired knowledge and learning rate. 

LOSS OF INSTRUCTIONAL TIME 

Individual differences among students are not the only variables that 
detract from instructional time. Teachers must collect milk money, 
take attendance, run dittos, monitor recess, help students who have not 
brought the right supplies, discipline unruly youngsters, and organize 
transitions, .along with a multitude of other activities that are not 
directly related to teaching. When this time is subtracted from the 
school day. the result is a significant reduction in the time available for 
actual teaching. 

The loss of real instructional time, whether resulting from activities 
extraneous to teaching or from attempts to accommodate for in- 
dividual differences (as in creating more groups with fewer instruc- 
tional minutes available for each), would appear, from a common 
sense analysis, to be a serious matter. Recent research supports this 
common sense view. Data gathered in elementary classrooms have 
identified "academic engaged time * as a highly significant correlate of 
achievement — one that distinguishes classrooms that produce above 
and below average achievement levels. 
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ACADEMIC ENGAGEMENT AND CONTENT COVERAGE 



What exactly is meant by academic engaged time? The concept, 
originally developed by Berliner. Fisher. Filby and Marlieve (1976). 
refers to the time a student spends engaged in acadef ^ ^^v relevant 
tasks that are moderately difficult. Academic engaged iime is not the 
same as alloted instructional time. A typical elementary classroom 
allots from 90 minutes to 2 hours daily to language arts instruction. Ob- 
servations of what the students do during this period, however, reveal 
that far fewer minutes are actually spent engaged in a learning task. 

Academic engaged time is highly related to content coverage, which 
itself has been shown to be consistently and significantly related to 
student achievement gain. In summarizing research on effective 
classrooms. Rosenshine and Berliner (1978) concluded: 

A fairly consistent pattern emerges from the studies cited. The 
primary finding is that time spent engaged in relevant content ap- 
pears to be an essential variabFe for which there is no substitute. 

Teachers who make a difference in students' achievement are 
those who put students into contact with curriculum materials 
and find ways to keep them in contact; (p. 12) § 

Within the area of instruction in basic skills in primary grades, 
the major skill needed by a teacher is that of obtaining "suffi- 
cient" content coverage and academic engaged minutes per day. 
(p. 13) 

A c^imilar theme was struck by researchers who studied effective 
teachers in programs for handicapped children, classrooms very 
different from those of Rosenshine and Berliner which were essen- 
tially regular education programs. Fredericks. Anderson. Baldwin. 
Grove. Moore. Moore and Beaird (undated) sought to identify featurtis 
that distinguished betwf en successful and unsuccessful teachers of 
severely and moderatei_ handicapped students. Succc^ss was defined 
in terms of student gains over the course of a year. Of 86 indicators 
studied, the one which accounted for the greatest difference between 
high and low success groups was the number of minutes of instruction 
per day. Compared to low achievement teachers, high achievement, 
teachers provided an average of nearly 40 more minutes of instruction 
daily for their students. Over the school year this amounts to a 
difference of over 6.700 minutes. To produce these additional 
minutes of instruction, teachers often uSed volunteers who taught 
children individually. 

The concepts of academic engaged time and content coverage may 
help to explain the previously mentioned failures of special and 
remedial education programs to improve the achievement levels of 
students with learning problems. Although there is enormous 



variability among them, special classes for learning disabled and men- 
tally retarded children probably do not. on the average, inqrease in- 
structional minutes on relevant academic content beyond that availa- 
ble in regular classrooms. Learning disability classrooms are often 
characterized by a heavy emphasis on perceptual-motor, psy- 
cholinguistic. and process oriented activities, none of which appear 
much related to learning basic skills (Arter & Jenkins. 1979). 

Likewise, classrooms for educable mentally retarded students have, 
at least historically, been notable for their reduced emphasis on 
academic goals in favor of greater attention to preacademic. social 
knowledge, crafts, art. and music^activities. A study by Stallings and 
Kaskowitz (1974) is interesting in this connection even though it did 
not involve handicapped students. Based on observations of 100 first 
grade and 50 third grade classrooms, these investigations reported 
consistent, positive correlations between achievement gain anc* .e 
time spent on reading and mathematics. In contrast, activities involv- 
ing group time, stories, arts and crafts, active play. toys, puzzles, and 
academic games always yielded negative correlations with achieve- 
ment. 

Remedial programs for disadvantaged children and special educa- 
tion resource room programs ■ for mildly handicapped students, 
although structured differently from segregated, self contained 
classrooms for the handicapped, still may suffer from the same failure 
to increase academic engaged time and content coverage. Children 
leave their regular classrooms to attend these special nr(><^rams for 
some portion of the day. Quite commonly the children's absence from 
their homerooms coincides with those periods ordinarily devoted to 
reading and math instruction. Thus, students do not gain potentially 
valuable minutes of basic skill instruction. Rather, their remedial in- 
struction is merely subtracted from instruction they would receive in 
the regular programs— ^resulting in neither a not gain nor a net loss. 
These special programs might even, in some instances, have uninten- 
tional deleterious effects, specifically when they replace academically 
focused regular classroom time with such nonacademic tasks as per- 
ceptual-motor activities, cultural enrichment, esteem building, and dis- 
cussion or game oriented activities. If current thinking about the im- 
portance of academic engaged time is correct, and the foregoing 
analysis of remedial and special programs is at all valid, then the 
failure of most special programs to improve achievement should come 
as no surprise 

INCREASING ACADEMIC ENGAGEMENT 

Teacher Led Instruction 

There are multiple means available to teachers for increasing students* 
active engagement in academic tasks. In terms of teacher led instruc- 
tion, the procedures developed by the.Oregon Direct Instruction group 



(Becker & Carnine. 1978; Becker & Englemann. 1978) are an extremely . 
effective means of obtaining students' active involvement in learning. 
The various direct instruction programs (Distar Reading. Language 
and Arithmetic) are characterized by careful sequencing, teaching to 
mastery, and systematic review. The fast paced, small group instruc- 
tional format requires frequent student response, guarantees immedi- 
ate feedback, and specifies effective procedures for correcting errors. 
Observation of a Distar group lesson leaves one with no questions 
about student engagement. Evaluations conducted on the direct in- 
struction programs show them to be unusually effective in producing 
achievement gain. 

The nationwide evaluation of the United States Office of Education 
Follow -Through programs disclosed that, compared to 22 others, the 
direct instruction ^nodel was consistently the most effective in raising 
the achievement levels of economically disadvantaged youngsters. The 
direct instruction results were remarkable not only relative to the other 
model programs but also in an absolute sense. Children taught in this 
model scored at or above the 50th percentile of national norms by the 
end of third grade (Becker. 1977). It is^Teasonable to assume that Dis- 
tar's results are due largely to its care in s&tecting instructional content 
and to its success in producing student engagement. The Distar small 
group instruction procedures can be adapted rather easily to other 
commercial reading programs as well as to other instructional do- 
mains. For information on these adaptations one can consult an ex- 
cellent text by .Carnine and Silbert (1979) entitled Direct Instruction 
Reading. 

W orking Privately 

Of course, elementary and secondary students spend only a portion of 
their time in teacher led instruction. Descriptive studies in elementary 
classrooms indicate that children. 6 to 11 years old. spend at least half 
of their school day working privately (Rosenshine & Berliner. 1978). 
Private, seatwork assignments must be selected with care or it will 
make no difference that studepts.are task oriented when working by 
themselves. Assuming that private work assignments are valid, then 
effective classroom management procedures become important in 
helping maintain attention and minimizing disruptions or other dis- 
tractions. Lovitt (1978) has -provided an excellent description of 
classroom and child management procedures available to teachers for 
insuring high student engagement in seatwork. 

One to One Instruction 

Since every skill cannyt be taught simultaneously, one ordinarily, 
develops a sequence of instructional objectives. Ideally, a student can 
concentrate on mastering one objective at a time before being pre- 
sented with the next objective in the sequence. However, as noted 



earlier, grouping students for instruction usually prevents individuals 
from making maximum progress. Usually, a child who is instructed in 
a group will be forced either to proceed onto the next objective before 
attaining mastery of the current objective or to remain on an objective 
he or she has already mastered, while waiting for Ihe rest of the class 
to attain adequate performance, 

As long as individual students vary in their learning rates, small 
group instruction will produce less than optimum rates of progress 
through, an instructional sequence, since by its nature groupmg for in- 
' struction guarantees that some children will not receive instruction on 
an objective appropriate for them. Thus, even though a well designed 
group format can produce high levels of task engagement, the 
academic engaged time for an individual student (learning relevant 
content) will be less than the total instructional time for the group. 
From ihis analysis, it appears that academic engaged time could be 
augmented by substituting some one to one instruction for some small 
group sessions and private seatwork assignments. 

Unfortunately, teachers are not themselves capable of providing 
much individual instruction, as evidenced by the amount of group inr 
struction and private work observed in classrooms. In fact, there is 
some correlatirna! evidence that teachers who devote much classroom 
time to individual students are overall less effective, presumably 
because attention to the individual detracts from the time available for 
other class members. In the previously cited study by Staliings and 
Kaskowitz (1974), time spent working with just one or two students 
was negatively related to achievement gained by the class, but a posi- 
tive relation was found between achievement gains and time spent 
working with small or with large groups. Obviously, then, if teachers 
desire to increase academic engaged time through one to one instruc- 
tion/they must expand their reserve of instructional personnel. They 
need not look far. Some of the ^.es; helpers are other children who can 
be recruited :om inside their o^vn school. Other resources that are 
equally effective, although more difficult to tap. are secondary and col- 
lege students and adult volunteers. 

RESEARCH SUPPORT FOR TUTORING 

By now, almost every educator has heard the dismaying and counter 
intuitive news that class size (i.e„ teacher-pupil ratio) is not an impor- 
tant factor in how ipuch students learn. Historically, several decades 
of research on class size was unable to demonstrate a consistent rela- 
.tionship between this variable and student learning. As recently as 
1978. Porwell concluded, 'There is general . con3ensus that the 
research findings on the effects of class size on pupil achievement 
across all grades are contradictory and inconclusive" (Porwell. quoted 
in Glass & Smith, 1978). Remarkably, the consensus to which Pc:well 
refers happens to be dead wrong. Glass and Smith (1978) recently 
completed the most comprehensive, statistically sophisticated, and 
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detailed analysis of the class size research ever conducted. Referring ' 
to the results of reanalysis of research, they stated. "Indeed, it 
established clearly that reduced class-size can be expected to produce 
increased academic achievement" (p. iv). 

Why the change? It appears that previous reviewers had made some 
crucial errors that led them to conclude mistaKenly that class size was 
not important. The most serious of these errors was the inclusion of 
poorly controlled .studies that did not fairly equate pupil ability in the 
large and small classes, and the failure to discriminate between rela- 
tive and absolute class size differences. For example, in some studies 
large-small comparisons were between sizes of 20 and 40. and in 
others between 100 and 200. In the latter instance, it is not surprising to 
find little difference in achievement since instruction would probably 
not differ much in the "large" and "small" classes. When Glass and 
Smith took into account these factors in their reanalysis of nearly 80 
class size studies, which included 900.000 pupils of varying age and 
ability, they found that the number of well controlled comparisons 
was substantially reduced, from 700 to only 100. Their conclusions, 
based on the well controlled studies, are as follows: 

As class size increases, achievement decreases. A pupil, who 
would score at about the 83rd percentile on a national test when 
taught individually, would score at about the 50th percentile 
when taught in a class of 40 pupils. The difference in being 
taught in a class of 20 versus a class of 40 is an advantage of G p<3r- 
centile ranks. The major benefits from reduced class size are ob- 
tained aF size is reduced to 20 pupils.(p. v) 

Examination of the curve in Figure 1 reveals that the greatest 
differences in achievement occur as class sizes approach the lower 
.ratios. That is. differences in achievement are greater with class sizes 
of 5 versus 10 than with sizes of 10 versus 20. 

Corroboration for this phenomenon of increased effects at lower 
ratios is found in a study by Moody. Bausell. and Jenkins (1973). Nor- 
mal fourth grade students were taught a half-hour mathematics lesson 
in class sizes of 1. 2. 5. and 23. On a test especially designed to cover 
the instructional content, those students taught in smaller groups per- 
formed better than those taught in larger groups. Particularly notewor- 
thy was the finding that the greatest drop in learning occurred as class 
size increased from one (tutoring) to the smallest possible group in- 
struction, a "class" of two. Figure 2 shows the relation of class size to 
achievement of the math objectives. 

Several other studies have contrasted the effects of tutorial and 
small group instruction. Jenkins.-Mayhall. Feschka. and jenkins (1974) 
compared teacher led small group instruction with one to one instruc- 
tion delivered by cross age tutors. The children w^re learning disabled 
and mentally retarded youngsters receiving scxviza in special educa- 
tion resource rooms, and the tutors were regular third and fourth 
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Class Size 

FIGURE 1. Relationship Between Achievement and Class Size^Data Integr- 
ated Across Approximately 100 Comparisons from Studies Exercising Good 
Experimental ContzoL (From Meta-analysis of Research on the Relation- 
ship of Class-Size and Achievement by G. V. Glass and M. L. Smith. 
Laboratory of Educational Research. University of Colorado. 1978. Reprinted 
by permission.) 




FIGURE 2. Mean Correct Performance under Varying Teacher-Pupil Rados. 

(From *The Effects of Class Size on the Learning of Mathematics: A 
Parametric Study** by W. B. Moody. R. B. Bausell. and ). R. Jenkins. Journal 
for Research in Mathematics Education, 1973. 4, 170-176. Reprinted by per- 
mission.) 
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grade students who had undergone training and had worked as tutors 
for several months. In this research, each hiarner served as his or her 
own control, and was instructed daily in both the teacher led and the 
tutorial conditions. Learning was observed across several tasks includ- 
ing word recognition, oral reading, spelling, and math facts. The 
results -were entirely consistent with those-of Glass and Smith and 
Moody, et al.: learning was greatest in the tutorial condition, with one 
to one instruction from a peer exceeding t(>acher led small group m- 
struction. 

In contrast to these findings, two other studies indicated less 
difference between tutorial and small group instruction (Klosterman. 
1970; Shaver & Nuhn, 1971). Both used adults as instructors and 
relatively unstructured teaching sessions. Although the results were 
mixed, the small group lessons were sometimes as effective as the 
tutorials. 

One final study deserves mention in connection with the literature 
on small grouo and tutorial instruction. Fink and Sandall (undated) 
used a highly structured small group format, modeled after the Distar 
programs. Employing a unison response format — i.e.. all students res- 
ponded together to each stimulus presentation— investigators gave 
^modtjratdy retarded preschoolers brief lessons on sight words. The 
investigatorslound no difference in the number of words correctly 
identified by children who underwent this small group treatment and 
those who received individual tutoring, This finding suggests that re- 
quiring unison responding from all group members more nearly ap- 
proximates the conditions that prevail in a one to one tutoring lesson. 
Nevertheless, it would still seem that different group members would 
reach criterion on the lesson content at different times and, thus, 
would be prevented from making optimum progress through a series 
of instructional objectives. 

Related to this point. Ellson. Harris, and Barber (1968). who.studied 
first grade classrooms for disadvantaged youngsters, found large in- 
dividual differences in the words taught during the school year. Under 
regular classroom conditions the ratio between the extremes, i.e.. 
most words taught to least words taught, was 5 to 1. However, for simi- 
lar children who received tutoring and. thus, who could progress at 
their individual optimum raters; th(^ ratio was 13 to 1. These data mdi- 
cate that one consequence of classroom groupings is to substantially 
reduce individualization in terms of progression through a curriculum 
sequence. 

Cost Efficiency 

Program costs are another factor that deserve alK^ntion since public 
education is expensive and grows more expensive every year. Even 
though the number of children enrolled in cchools dechnes annually 
and the school budget grows, the real money available to districts has 
shrunk as a function of mounting inflation reflected in increased costs 



for salaries, materials, and building maintenance. Moreover, education 
budgets are further strained by the fact that public schools, especially 
in urban settings, are faced with educating an increasingly larger por- 
tion of high cost, hard to teach children. Proportionately, handicapped 
and economically disadvantaged children are more highly represented 
in today's schools than was true in times past. 

Diminishing financial reservoirs combined with intensified needs in 
the schools have placed professionals in a difficult position as they 
seek to upgrade the quality of public education. They have little choice 
but to stretch their dollars by prioritizing their needs and seeking more 
cost effective means of meeting them. One danger in searching out "cost 
effective" programs is that cost, not effectiveness, becomes the sole cri- 
terion for choosing between alternatives. For a program to be cost effec- 
tive it must first be effective. 

A group of special educators in Vermont recently conducted a model 
cost effectiveness study in which they compared two forms of s^jrvice 
delivery to handicapped children, one of which involved-cross age 
tutoring (Armstrong. Conlon. Pierson. & Stahlbrand. 197^). For several 
years, school districts in Vermont have employed paraprofessional 
teacher aides to tutor handicapped students. The aides are trained and 
supervised by special education consulting teachers who design and 
monitor individualized teaching programs for each special education 
student. Consulting teachers, in combination with the paraprofes- 
sional aides, have proven remarkably effective in assisting handicap- 
ped students to remain in the mainstream of regular education 
(McKenzie. 1972). Like any program, however, this one consumes con- 
siderable financial resources, part of which could conceivably be 
redirected into other special education support services (e.g.. com- 
munication disorders specialists, physical therapists, occupational 
therapists and. for that matter, other consulting teachers). 

Armstrong and her colleagues, recognizing the need for effective but 
cost efficient programs, designed an alternative moans of service 
delivery. They recruited and trained high school seniors to work with 
consulting teachers in tutoring special education students who were 
failing to master regular education curriculum objectives. Throughout 
the school year, these high school students tutored thrcc) periods a 
week and conferred with the consulting teacher oni. ..dditional period 
weekly. Their students, who came from first through fourth grade 
classrooms, gained an average of 1.7 months for each month tutored, 
exactly the same gain registered by equivalent students who were 
tutored by paraprofessional aides. Armstrong, et al. maintained com- 
plete data on the cost associated with training and supervising both the 
high schoolers and the aides, and the additional cost of salaries for the 
latter. Results showed that expenses associated with the paraprofes- 
3ionals<'were over three times greater than those for the high school 
tutors, even though both groups were equally effective in facilitating 
student achievement. The high school students acquired useful teach- 
ing, measuring, and managing skills and rated their experience as 
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highly rewarding, stating they would like to participate again and 
would recommend the program to others. Vermont s findings suggest 
that cross age tutoring can offer financially pressed public school 
programs a cost effective means of serving children who might other- 
wise not receive the services to which they are etititled. 

In summary, several lines of lesearch suggest ^hat one to one tutor- 
ing has much to offer even when it is conducte^t another child. Sup- 
port for this conclusion comes froni the class size literature and com- 
parisons between tutoring and small group instruction. Among the ap- 
parent benefits of tutoring are increased academic engaged minutes, 
more learning within a single lesson, and mor^e optimum progressions 
through curriculum sequences for the individual learner. 
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2 Children as Teachers 



Even if tutoring has been demonstrated to benefit the children tutored, 
that clearly is only halE^pf the picture. In programs employing a peer or 
cross age model where children serve as tutors, it is particularly im- 
portant to consider the consequences oi this experience for the tutors 
25 well as the learners. Obviously, the time that children spend tutor- 
ing is time subtracted from some other activity. Depending upon the 
other activity and its importance to children's growth and enjoyment, 
tutoring creates the potential for negative effects on the tutor. For ex- 
ample, cross age tutors who miss classroom time that is scheduled for 
essential teacher led instruction or for private study may suffer 
academically for the same reasons that children who receive addi- 
tional instruction from tutors will benefit academically. 

A corollary concern is that -more able students who serve as tutors 
are being exploited by someone — the less able students whom they 
tutor, the teachers who have not done their jobs, or the school ad- 
ministrators who seek easy solutions to staffing problems. Parents, 
teachers, and principals have occasionally expressed these or similar 
concerns.^ Others have taken an entirely opposite view, suggesting that 
tutoring will help children both in academic, attitudinal, and socializa- 
tion areas. To shed light on these opposing ideas, researchers have ex- 
amined both the cognitive and noncognitive effects of having served as 
a tutor. While the research evidence is less than definitive, it does 
allow parents and educators to make more intelligent judgments con- 
cerning the reality base for the hypothesized positive and negative out- 
comes of tutoring. 
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BENEFITS TO TUTORS 

Before turning to that research, a more philosophical, less empirical 
- : case might be built for establishing cross age helping relationships m 
^" the sdiools. That is. the value of tutoring may extend beyond the more 
traditional self centered curriculum goals of achievement and skills ac- 
quisition. Coleman (1974). in the report of the Panel on Youth of the 
President's Science Advisory Committee, proposed that the environ- 
ment of young people should provide not only an opportunity for ac- 
• quiring these traditional' school goals, but also an opportunity for gam- 
' ing "social maturity" through assuming responsibilities that affect the 



CHILDREN'S ATTITUDES TOWARD OTHERS WITH 
LEARNING PROBLEMS 

Tutors Change the Image of the "Spedal Education" Room 

Any negative response aboutgoing to the "special ec .cat.ion"-room 
qui<;kly disappears after a tutoring program is in operation. Older stu- 
dents are first to notice the change in status. All kinds of students go in 
and out of the resource room: it is no longer necessary to quietly 
••sneak" into the room. Some of my younger students thftik that some ol 
the older students who come into the room for special help are tutors. 
LM/. Special Education Resource Teacher 

The most crucial thing that happened when 1 had tutors was that all lh(- 
children smart or slow, wanted to come to the resource room. It 
seeme.d to lose any connection with students who had problems. 1 he 
top kids came as tutors and as teacher helpers, and the low kids came 
for help We all workedrmade progress academically and socially, and 
loved every-minute of it. We had the .chool to'ally confused. /an 

Walker. Special Education Teacher. Oregon. Illinois 
Tutoring Can Change Students' Ideas 

One of the challenges of • mainstreaming" ,s to develop in nonhan- 
dicapped youngsters an appropriate sensitivity to peers with han- 
dicaps m this connection. Ms. Nakagawa. who teaches a fourth/fifth 
grade combination class, reported an interesting class discussion. Four 
tutors were explaining to their classmates that kids who had trouble 
learning to read weren't necessarily -dumb." ••Sometimes kids try ,ust 
as hard as us and don l learn. Some children are born with a learning 
disability They need special instructions to learn, but they are )ust as 
smart as us." Ms. Nakagawa remarked to me that this spontaneous 
defense given by fifth grader tutors on behalf of children with 
academic problems renected a healthy regard for handicapped in- 
dividuals. and probably did more to foster acceptance than any ser- 
monizing she herself might have done. LM/ .- 
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lives-of oth"^rs. *'Only with the experience of such responsibilities can 
youth move toward the mutually responsible and mutually rewarding 
involvement with ouiers that constitutes social maturity" (Coleman, 
quoted in Allen. 1973). 

Society holds to an ideal that children will grow into responsible 
citizens who care for and help others. Yet inexplicably, within its ma- 
jor institution for socializing the young, the school, it rarely permits 
children to assume ^d practice these responsibilities. Nor does it 
sj'stematically supervise or actively shape effective helping behaviors. 
Thus, were education to seriously accept as one of its goals the 
^ development of social maturity, it might include more opportunities 
and experiences that would facilitate attainment of this goal. 

However, the development of social maturity is a long range goal, at 
best, and one which some would argue is secondary to those tradi- 
tiontJ goals that more closely reflect the cultural imperatives and per- 
sonal growth. What of the more immediate, consensual goals of educa- 
tion and the impact of tutoring on these? Specifically, when students 
serve as tutors aie they hindered or helped in measurable ways? 

DOES TUTORING IMPROVE THE ACADEMIC SKILLS OF THE 
TUTORS? 

A number of studies have examined this question. While not all have 
arrived at the same. answer, results usually support the value of tutor- 
ing for tutors. Some studies have found that tutors benefit 
academically even more than the students whom they tutor (Morgan & 
Toy. 1970). Other studies have shown that tutors and learners profit 
equally from the experience (Mayhall, 1972). while a few have 
reported no benefit for tutors (Werth. 1968. cited in Clov^ard. 1976). 

The Cloward Study 

The most frequently cited report regarding the positive effects for 
tutors is that of Cloward (1967). Conducted under the auspices of 
Mobilization for Youth, a New York City antipoverty program, this 
large scale project produced findings so remarkable that they deserve . 
closer examination. In this program high school students who were 
themselves lower achievers served as tutors for low achieving elemen- 
tary sttidenTsSThe experiment was carefully designed, with random 
assignment of students to experimental (tutoring) and control (no 
tutoring) conditions from their respective age groups. Both the tutors 
and the learners achieved greater gains than their control groups. 
Tutored children registered moderate growth, advancing slightly over 
one month for each month in the program. The most astonishing 
effects, however, were reserved for the tutors, who gained nearly 5 
months for ever^ month in the program, a staggering 3.4 years advance 
in achievement over a 7 month span. 



LEARNING ABOUT RESPONSIBILITY AND DEVELOPING 
SOCL\L MATURITY 



Student Tutors Are Responsible 

Elementary ago students can bu rumarkably ruspoi. ibir about their 
teaching. I recently found a note in my school mailbox indicating that 
Lisa had called to say she might be late for tutoring because she had a 
dental appointment. By and large, tutors independently arrange 
another tutoring time for their students if special circumstances ( a 
musical rehearsal) force a change in their daily schedule. LMJ, Special 
Education Resource Teacher 

FirstTime Responsibility 

Tutors do not have to be the top students in the class, although these 
students usually work well and can complete their own class worn ev'.?n 
though they spend a half hour out of the classroom each day. Often lop 
students are shy: and tutoring helps them to develop self confidence. 
My m()st memorable experiences witn tutors have been in working 
with students who are allowed Vo tutor as a reward for good work and 
behavior in other areas. Tutoring often gives students their first feel- 
ings of responsibility for another person. It may be th(? first time they 
have felt respected and trusted with an important responsibility. Til 
never f{)rget the beaming smiles of my "Ixrhavior disord(?r(.'d" students 
as they stepped forward in the awards assembly for their "super tutor" 
awards. Ellen Pino, Special Education Teacher, Robeson School. 
ChampG.gn, Illinois 

Mischief Among Tutors 

Mischief among tutors is extremely rare. In my experience, t utors have 
been quite serious about their jobs and especially conscientious about 
remaining on task. c')n many (K:casions (luring tutoring I have h;ft the 
room, or have had 8 to 10 visitors in th. room simultaneously, or have 
had parents or other teachers stop in— and in none of those casei, v/as 
th'? tutoring session interrupted. I suppose that a teacher might have 
problems if she rarely attended to and seldom supervised the tutors, 
hu: that would be asking for trouble. Anoth-r t:aution: I'd say that stu- 
dents who have severe behavior pr{)blems {)r are aggressive should not 
be placed with a cross age tutor. 1 worked with one very hard io teach 
youngster for a year and half before I felt comfortable in assigning him 
a tutor. Until that time, his lack of attending behaviors and reafiing 
skills made him a poor candidate for tutoring. Finally. In pairing tutors 
with students it is not advi? Me tt) pair youngsters whc) know each 
other t{)v. well. Larkin a.id , Tony, two sixth grade boys.couid not work 
together without arguing liirkin resented the fact that his friend Tony 
"knew ' more, and never accept;, ,.t him as a teacher. LM/ 



Good Citizen 

Tutoring is well received in my school. In fact serving as a tutor was in- 
cluded on one learning disabled student's lEP. Billy, a fifth grader, had 
lots of trouble in school both with teachers and with other students, it 
was hard for him to find anything positive about school. We decided 
that making Billy a tutor for another youngster might change his out- 
look. For the most part this worked well, Billy was responsible for 
behaving like a good citizen with his tutee. and this seemed to carry 
over to other situations as well. Diane Goodwine, Special Education 
Resource Teacher, Leal School, Urbane, Illinois' 

Establishing Confidentiality 

Students want to be ".professional" tutors. They learn that all discus- 
sions about a student between the resource teacher and tutor are pri- 
vate. Youngsters realize that they become privy to certain information 
that should not be discussed with their fri( .ds. For example, a tutor 
might be told: "I think Billy is sad about something happening at home. 
Please be extra careful to help him feel good about his academic ac- 
complishments." Or "Midge makes lots of inappropriate verbal state- 
ments and this is causing a problem for her in the classroom and in the 
resource room. Try to ignore any bizarre talk and reinforce attending 
tasks and appropriate answers." As far as I know, my tutors have never 
abused this privilege. Tutors are quick to understand what is meant by 

professionalism. LM] 

O J. 

Parental Response 

\ I allow several children from my classroom to serve as tutors in our 
school's special education progran:. One might think that parents 
'V wouFd be wary of their children's pai^icipalion in this out of classroom 
activity. On the contrary, parents often thank me for allowing their 
child to participate in the tutoring program even though the child is out 
of the classroom each day. They also request that their child be recom- 
mended to the next teacher for continued tutoring opportunities. They 
are concerned parents who are pleased to see their child develop 
maturity, skills, self reliance, and pride in a job well done. Nancy 
MacDonaid, 4th Grade Teacher, Washington School, Ch .mpaign, Il- 
linois 




Taken at face value, the Cloward study suggests that students can 
profit enormously from serving as tutors. However, the very mag- 
nitude of the reported achievement gains challenges the plausability of 
these findings. Specifically, it is, difficult to believe that the tutors 
learned over 3 years worth of reading skill,, in a 7 month span and that 
this learning could be attributed to the experience of tutoring. Cloward 
himself recognized this problem and speculated that some portion of 
the apparent gains may have resulted from a testing artifact, since even 
the control group (other high school students) made unusually large 
achievement gains (1.7 months) during the same 7 month period. Quite 
possibly the pretest scores of both the tutors and their controls were 
depressed bv the complexity of the test directi-ns. such that on the 
posttest "a substantial portion of the increase for both groups may 
have been due to increased familiarity with the test directions" 
(Cloward. 1976. p. 223). 

In addition to this explanation, tutoring itself may have affected test 
performance indirectly by altering the degree to which the tutors 
cooperated on the test. Low income high school students, many of 
whom are uninspired by school, can be notoriously difficult to test. In- 
deed Cloward acknowledged that the -reading battery is rather long 
and exceptionally difficult to administer. . (p. 223. emphasis added). 
It is tempting to speculate that thestudents perceived the testing as a nui- 
sanco. failed to give their complete cooperation and performed on the pre- 
test far beneath their actual achievement levels. Later, however, after a 
positive experience as tutors, they were more inclined to cooperate with 
the program organizers and perform their best on the posttests. Hence, 
they would provide a valid posttest score, but an inflated gain score due to 
their presumed failure to cooperate on the pretest. Of course, the control 
group students motivation to perform on the posttests would have re- 
- mained at its original low level, since these students had not undergone 
the tutoring, experience. 

Thus there are several plausible interpretations for the large 
achievement gains of the tutors in Cloward's study, including in- 
creased test familiarity, increased cooperativeness by the tutor group ., 
on the achievement test. and. of course, an actual increase in achieve- 
ment resulting from the tutoring experience. This study illustrates the 
difficulty encountered in ascribing: achievement gains to specific 
causes. While the effects of tutoring itself were probably less stagger- 
ing than first thought, at least parti;-.! credit fur the actual achievement 
gains can be realistically attributed to the tutoring -experience and 
taken as support for the proposition that children learn from teaching 
others. 

Generalizations 

Overall, two tentative generalizations are suggested by the findings on ■ 
learning from tutoring. First, tutors appear more likely to make 
achievement gains when they work in unstiuctured programs where 
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instructional content and the teaching methodologies must be invented 
by the tutor. This requires that the tutors themselves devote considera- 
ble time to studying the subject matter w^hich may result in their reac- 
quiring forgotten information through review, or reformulating pre- 
viously acquired information into new knowledge structures. Gartner, 
Kohler. and Reissman (1971) commented 

c 

The process of reinforcing already learned knowledge itself has 
several dimensions. The child uses or works with the material 
sevBial times: first, when initially learning it, perhaps some years 
ago: second, in reviewing it; third, in preparing it to teach to 
another: and. finally, in presenting it to the other child. And it is 
not only a simple matter of reviewing the material; in doing so 
one may reperceive it. may see it in new ways, perhaps synthes- • 
ize it into new formulr^tions, enriching one's knowledge of that 
material as well as maierial subsequently learned, (p. 60) 

A second generalization abou* tutors is that they are more likely to 
show academic improvements when they are themselves somewhat 
deficient in the subject area tutored. Students v;ho are already highly 
skilled in a subject matter (e.g.. mathematics) are unlikely to become 
more proficient in the subject by teaching lower level aspects of the 
subject (e.g.. counting). They might, however, learn something about 
teaching and about managing another's behavior. 

What conclusions should teachers draw from these generalizations? 
Should teachers select low performing youngsters as their tutors and 
arrange for tutoring sessions free from structure? Perhaps, but some 
consideration must be given to the major purpose of the tutoring 
program, taking, into account the minimal academic skills required to 
function as a successful tutor. 

Selecting the Tutor 

If the major intent of the program is to give needed systematic instruc- 
tion to youngsters with academic problems, then teachers must be 
careful to select adequately skilled tutors, and to structure the tutoring 
situation so that it will definitely aid the learners. Some of the research 
that demonstrated academic benefits to the tutors did not show a simi- 
lar benefit to the tutee. Indeed, these latter programs were designed to 
benefit the tutor, and in that they apparently succeeded. 

One must be careful, however, in striving to create optimal benefits 
for the tutor, since the gains may be purchased at the learners' ex- 
pense. Probably the most conservat'- o approach is to select normal or 
high performing youngsters as tutors. A less conservative approach is 
to select low performing youngsters as tutors, but to employ them only 
wit^ children who are much younger and much less skilled than them- 
selves, or employ them with children whose needs are less urgent. We 
have observed the success of this latter approach on several occasions 
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when resource teachers have trained handicapped youngsters as 
tutors after they themselves had been tutored for a period of time. 

As a study by Mayhall (1972) illustrates, certain tasks lend them- 
selves to tutoring by children u^ho are peers in the sense that both tutor 
and tutee are unskilled in the instructional objective. Mayhall sought to 
compare the relative benefits of tutoring and being tutored by selecting 
a learning objective upon wrhich neither tutors nor tutees were compe- 
tent. Prior;, to the study, all children were trained in tutoring skills: clear 
presentation, praising, appropriate prompting, and correcting. The 
learning task was math facts presented on flash cards with the 
answers lightly printed on the back of each flash card, allowing the 
tutor to give appropriate feedback. 

Children alternated weekly between tutoring and being tutored. 
^ Learning measures were obtained at the end of each week. Mayhall 
found that in the weeks children served as tutors they increased their 
competence on math facts an amount equal to the increase they ex- 
perienced during the weeks in which they were tutored/These results 
lend support to the dual benefits that accrue to both tutor and tutee and 
demonstrate how teachers may use academically unskilled children as 
tutors, provided that the task is carefully structured and allows the 
tutors access to the correct answers. MayhalTs research was corrobor- 
ated by Dineen. Clark, and Risley (1977). who reported identical find- 
ings from a study that used spelling as the instructional content and 
classroom peers as tutors. 

Are There Risks in Tutoring? 

Occasionally, educators and parents are hesitant'to let their children 
tutor because they fear the children will suffer academically if their 
own classroom time is reduced. However, the research on this issue 
suggests that their concerns may be relaxed. No study has given the 
slightest hint that tutors are academically harmed from their ex- 
perience. On the contrary, more often than not tutors svcm to grow 
academically more than their counterparts who do not tutor. Under the 
right circumstances even very able students may be exposed to and ac- 
quire new information. For example, a reading tutor may learn and en- 
counter new and valuable information. Many reading selections that 
appear in contemporary basal series are on nonfiction topics drawn 
from the social or physical sciences. In addition, tutors who are pro- 
perly trained learn certain behavioral principles that are the subject of 
psychology. 

Teachers can minimize the risk that tutors will experience problems 
in the classroom by carefully scheduling the time when their students 
leave thp room so they do not miss regular presentations, demonstra- 
tions, or discussions. Generally, classroom teachers who individualize 
and group for instruction can identify 30 minutes of "down time" in 
the morning or afternoon when selected students could engage in an 
extracurricular activity. Besides, most educators recogn:-:r: that it is a 
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CHILDREN'S REACTIONS 



Favorite Part of the Day 

I enjoy tutoring a lot I really look forward to it. It's my favorite part of 
the day. Some mornings I'll wake up and not want to go to school. Then 
ril remember. David gets to start a new book today, or sometning like 
that, and I'll be excited all day! Kara My/erberg, 6th Grade Tutor, 
Franklin School 

Tutoring Conversations at Home 

When report cards come out. I send a note to the tutors* parents regard- 
ing their performance. During a PTA meeting, a tutor's parents in- 
formed me that they were framing their son's Tutor Report Card for his 
room. The parents went on to say how they heard about the progress of 
their child's li ^^eevery night at dinner. Marianne Abbey, Title I 
Teacher, Gardeii Hil/s School, Champaign, l/iinois 

<Students Miss the Opportunity to Tutor 

Ou'r favorite babysitter. Angina Mittra. was a tutor for two y»^ars at 
Washington Elementary School in Champaign. Illinois. Later during 
Angina's junior high school years, she and her friends who also were 
extutors expressed disappointment that they no longer had an oppor- 
tunity to tutor as junior high students. LM/, Special Education 
Resource Teacher 

One comment from one of my special education students that lingers in 
my mind: "Wouldn't it be neat if. after all this, we got to be tutors?" Jan 
WaJker, Special Education Teacher, Oregon, IJiinois 

Students Enjoy Counting Behaviors 

I remember Danny, a 6 year old. going home to report to his dad. a 
school board member, that he was**21" that day. Dad called to ask me 
what '*21'* meant as Danny was so proud. At that time I was consequat- 
ing the number of pages he accurately read to his tutor. Yvette in a 
Sullivan workbook. The behavior was recorded on a "racetrack" 
poster. Danny was tiie first 1st grader to record a number in the twen- 
ties: and he was proud of this accomplishment. LM} 

Learning About Teaching 

I think that being a tutor has helped me to understand the basics of 
teaching. Since I have always wantedio be a teacher it will be very easy 
for me to learn and work with kids. Tutoring is very exciting and 
besides just the fun of tutoring it has helped to prepare for my future. It 
has helped my attendance record. I used to like to be sick and miss 
school but now I want to be at school so I can tutor. Lisa Parrott, 6th 
Grade Tutor, Ben Franklin School, Kirkland. Washington 
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rare student who can maintain a state of active learning throughout the 
length of an entire school day. Some teachers have used the oppor- 
tunity to tutor as an incentive for motivating able students to ext;cuto 
their classroom assignments with proper diligence and efficiency. 



Summary 

At least four plausible explanations could be advanced to account for 
achievement gains by tutors. First, the experience of tutoring may 
serve as an occasion for students to acquire new information tnat they 
might not have encountered without training. For example, in helping 
a student with a reading lesson, tutors might be exposed to and 
assimflate information about the creation of fossils, the age and forma- 
tion of our galaxy, the culture of the Navajos. the background and ac- 
comol^shments of an historical figure, or how two children resolved a 
conilict. In tutor training sessions they may learn psychological con- 
cepts such as differential reinforcement, punishment, modeling, fad- 
ing and shaping, and perhaps how these concepts apply to situations 
beyond those found in formal teaching arrangements. 

Second the act of tutoring may be an occasion for students to review 
and rel-arn information or skills that they have either forgotten or on 
which their proficiency had diminished. For example, tutoring content 
that includes vocabulary meanings, spelling words, math operations, 
and automatic math facts may pose opportunities for relearning or for 
upgrading previously acquired skills. 

Third tutors may become more conscientious about their own 
classroom work because they do not want to risk losing their tutoring 
privileges They may even become more sensitive and reflective about 
their own behavior in their role of student once --ey have experienced 
the role of teacher. 

Fourth the opportunity to tutor may result in general attitudinal 
chanoes that indirectly influence the students involvement in learning, , 
For example, a successful experience in the role of tutor might raise 
some students- self confidence, prompting a shift in their appraisal ot 
self as learner, and result in increased approach behaviors toward 
learning tasks from which they might once have been deterred. Or 
possibly an enjoyable experience in tutoring might brighten a child s 
outlook and participation in school. It is a common event for classroom 
teachers and parents to spontaneously remark about the new enthus- 
iasm thcnr children have toward school after they have undertaken 
tutoring responsibilities. 

Children who tutor appear in some cases to derive cognitive benefits 
fr.^m this addition to their school experience. If one were to discount 
the studies that show positive cognitive effects for tutors, then the ex- 
perience of tutoring would appear to have, at worst, neutral effects on 
these students. 
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NONCOGNmVE BENEFITS FOR TUTORS 



The list of hypothesized noncpgnitive benefits to students who serve 
as tutors is quite long. Among the alleged benefits are increased altru- 
ism, empathy, self respect, ego strength, self esteem, self confidence, 
responsibility, sense of self accomplishment, maturity, seriousness of 
purpose, understanding of individual differences, improved attitudes 
toward school and adjjlts, a new awareness about learning and study- 
ing, and the breaking down of racial prejudice (Gartner et al. 1971), 
and the development of social skills (Argyle, 1976). Although these are 
normally not listed among the primary goals of schooling along vvilh 
increased knowledge and skills, many of them would qualify as sub- 
sidiary goals in the sense that they may help students attain the prim- 
ary goals. 

Re8e&n:h Findings 

What is the evidence in regard to the noncognitive benefits of tutoring? 
Mostly positive. The experience of tutoring has seemingly paid divi- 
dends in a number of areas, including improved attitudes toward 
school, school subjects; and self concept (Haggerty, 1971; Jones. 1974; 
Mohan, 1972; Robertson, 1972; Symula, 1975; Yamamoto & Klentschy, 
1972); level of aspiration (Elder, 1967); interracial integration and ac- 
ceptance (Witte, 1972); personal confidence (Symula, 1975); and social 
adjustment (King, 1979). The results strongly favor tutoring. While 
several of the studies were exemplary, generalization from this 
research should be qualified since nbt all studies were true experi- 
ments and some used measurement devices that are subject to bias 
(e.g., teacher judgments i bout the effects on tutors). While the student 
tutors did cover a broad spectrum of age, 5th through 11th grades, they 
were primarily children who themselves had problems — e.g., under- 
achievement, records of misbehavior, low popularity, poor motivation, 
negative attitudes, and poverty ridden environments. Many of the 
programs were designed, in fact, to compensate for these problems. In 
contrast, the effects of tutoring on more middle class, normally achiev- 
ing youngsters are less understood. However, one might expect that 
factors responsible for positive effects on "problem" students would 
operate similarly for "nonproblem" students, although the needs of 
the latter might be less serious (e.g., motivation, self concept, etc.). 

Why should tutoring produce such positive benefits for the tutor? 
Allen and Feldman (1976) proposed an explanation based on role 
theory: 

It is a basic tenet of ro:e theory that enactment of a role produces 
changes in behatvior, attitudes and self perceptions consistent 
with expectations associated wi-h the ro!e. [Moreover] Empirical 
data demonstrate that role enactment does indeed produce 
behavioral and attitudinal changes in the person enacting a 
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role. . .In the case of the child who enacts the role of teacher for 
another child, the role represents prestige, authority and feelings 
of competence; it would seem reasonable to expect that enacting 
the role of teacher would increase self-esteem and produce a 
more positive attitude toward school and teachers, (pp. 114-115) 

By stepping into the teacher's shoes, a child qualifies for' several 
desirable consequences including prestige in the eyes of peers, con- 
siderable attention and reinforcement from adults, and respect from 
the student who is tutored. Moreover, when tutors recognize that their 
younger students may imitate, emulate, and identify with them, they 
may even feel compelled to exhibit more socially desirable and ap- 
propriate behavior. 

An additional benefit" of tutoring suggested by Argylc (1976) is the 
development of both social and role taking skills. If social skills such 
as active listening; maintaining involvement; detecting and responding 
appropriately to another's mood, emotion, temperament, and level of 
understanding, etc.. are learned as are physical skills through practice 
and modeling, then tutoring may contribute to their development by 
providing an opportunity for supervised practice. 

Overall, the available research suggests that the opportunity to enact 
the role of teacher has a positive influence on children. Granted that 
some of this research has been weak and that ilhas often failed to in- 
clude important populations (e.g.. normally achieving, well adjusted, 
middle class youth), there appears to be no scientific evidence to sug- 
gest that children's academic, personal, or social development will be 
in some way impaired by this experience. On the rontrary. the existing 
evidence supports an entirely opposite conclusion. Moreover, based 
on anecdotal reports, children and their parents who have experience 
in these programs are nearly always enthusiastic about them. Allen 
and Feldman (1976). for example, wrote that children participating in 
*.heir tutoring programs "have expressed a very consistent and almost 
unanimous positive reaction." that older children "almost invariably 
have reported that they enjoyed teaching younger children." that the 
younger children "say that they like being taught in the one to one 
situation." and that students wanted to participate in these programs 
again in' the future (p. 115). In our own experience, parents have 
reported that the opportunity to tutor was their children's favorite part 
of school and that they have oluntarily bused their children to magnet 
schools that hosted the tutoring program. 
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3 What Makes an Effective 



One thing about tutoring is certain. It is not a new idea. Allen (1976) 
traced the history of child to child tutoring to the 18th century. Andrew 
Bell in India and later Joseph Lancaster in Britain made extensive use 
of children as teachers. Conditions in schools during this period 
differed dramatically from those of modern times. Classes were ex- 
tremely large, often numbering more than 100, and were composed of 
students whose ages varied widely, often by as much as 10 or more 
years. The system developed by these men involved teacher led in- 
struction of the oldest students, who then instructed younger students, 
and so on down the age and ability ranks. While the Bell-Lancaster 
system was widely disseminated and adopted by many, its necessity 
and popularity faded with increased public funding of schools and the 
growth of professional education. Since then child to child tutoring has 
turned up a number of times and even received large scale funding in 
the compensatory education programs of the 1960's. However, it has 
never managed to become a central and consistent instructional prac- 
tice in the schools. In light of the frequently reported enthusiasm that 
accompanies tutoring programs, along with the usual impression of 
educational benefits.'the impermanence of these programs is an in- 
teresting fact worthy of discussion and one which we will take up in 
the last chapter. But now we turn to a consideration of what makes 
some tutoring programs effective. 

ELEMENTS OF AN EFFECTIVE TUTORING PROGRAM 

Whether or not a program can be regarded as effective depends upon 
its goal. Tutoring programs haye been devised to achieve a variety of 
goals. As noted earlier, some programs have focused on students as 
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tutors, intending to improve some aspect of their lives such as 
academic and interpersonal skills, and itudes toward themselves, 
their peers, or school itself. When these programs have been evalu- 
ated, the primary outcome measures are cast in terms of tutor change. 
Of secondary concern was the effect that these programs had on the 
children who were tutored, in most cases, however, tutoring programs 
have been designed with the primary goal of helping the children who 
are tutored. For these programs, effectiveness is usually defined in 
terms of the extent to which they succeed in improving scht)ol achieve- 
ment, a cultural imperative. Our discussion of fad' s related to 
program effectiveness will focus on this latter situation, where tutor or 
learner gain constitutes the outcome of interest. 

PROGRAMED VS. DIRECTED TUTORING 

While there have been many program evaluations of tutoring, 
relatively few were systematic attempts to determine the particular 
components needed to make a program effective. In some studies, one 
system of tutoring was contrasted with another; observed differences 
on outcome measure can sometimes help the practitioner select the 
• more effective procedure. In other studies, a particular tutoring system 
was compared with^nontutoring; regardless of the outcome, it is 
difficult to determine what specific aspects of the program are respon- 
sible for its success or failure, because any number of program compo- 
nents may have helped to produce the observed effects. Unfortunately, 
in most research on this topic tutoring has been compared with "not 
tutoring** rather than with another form of tutoring. 

Even with the best research in the area, findings are not always 
i crystal clear. An excellent study conducted by Ellson. Harris, and Bar- 
ber (1968) illustrated the difficulties in drawing definite and un- 
qualified conclusions about effective and noneffective tutoring pro- 
cedures. This research contrasted Programed Tutoring with Directe^d 
Tutoring and with classroom instruction alone for first grade students 
from low income families. Programed Tutoring was characterized by 
specifically designed instructional content, which was derived from the 
Ginn Reading Series, along with highly prescribed instructional pro- 
cedures for tutt . s to employ. All tutors followed identical steps in present- 
ing stimuli, giving feedback, and requiring pre-established performance 
levels before allowing their students to pnx:eed through the program (i.e,. 
teaching to a mastery criterion). 

In contrast. Directed Tutoring allowed fai- more flexibility in the 
selection of instructional content and procedures, and did not 
prescribe criterion levels for students. Still, content and procedures 
were not taken lightly, but were conscientiously designed by remedial 
reading teachers and reading specialists for application by the tutors: 
Included among ihe instructional materials were readiness books, the 
Ginn first grade series. Dolch word games, and supplementary read- 
ing stories. Classroona reading instruction for both of the tutoring con- 
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ditions as well as for the nontutored classroom control group was 
based on the Ginn rciading series. 

In addition to these comparisons, the research provided information 
on the effect of one versus two daily 15 minute tutoring sessions. The 
study, which lasted an entire school year, produced extremely in- 
teresting results. Regular classroom instruction plus Dirtjcted Tutoring, 
which featured readiness activities, games, and enrichment lessons 
given on a daily basis, was no more effective than classroom instruc- 
tion by itself. This finding came as a great surprise to all who had ob- 
served the Directed Tutoring sessions and prompted the authors to cau- 
tion against evaluating the product of any tutoring program on the 
basis of its apparent effectiveness. Looks can be deceiving! According 
10 Ellson. et al.. 

In operation. Directed Tutoring seemed more than satisfactory: 
the children appeared to be learning and to enjoy the tutoring 
sessions. Their teachers generally approved of the tutoring ac- 
tivities. The tutors were enthusiastic about their work and close 
personal relationships with the children tutored were very ap- 
parent. Both tutors and those who observed them had no doubts 
that a real contribution was being made to the children's reading 
^'alls. .. 

But the favorable impression of Directed Tutoring as a teach- 
ing procedure was not supported by evidence that it improved 
reading achievement... This suggests the need for caution in 
evaluating any such program on the basis of apparent good 
teaching practice rather than hard achievement data. (p. 343. 
emphasis added) 

in contrast, the children receiving Programed Tutoring twice tiaily 
made highly significant achievemenl gains. Notably, only one session 
per day of Programed Tutoring did not discernibly improve the 
children's achievement relative to classroom instruction alone. 

The research by Ellson, et al. has high face validity inasmuch as it 
was conducted in several elementary schools, with many children par- 
ticipating in each condition, lasted for a full school year, and used as its 
instructional content materials and procedures that are commonly 
available to teachers. The finding that two daily 15 minute tutoring ses- 
sions affected achievement, but that one session did not. has clear im- 
plications for structuring the length or duration of tutoring. Also im- 
portant was the rather startling finding that an entire year of Directed 
Tutoring did not help the children read better, it demonstrated that 
merely increasing instructional time will not necessarily boost learn- 
ing and that tutoring must be structur^d appropriately before it will 
result in the intended effects. Another important finding is that both 
observations of tutoring and self reports by tutors and learners may be 
quite misleading. Recall that observers and participants gave glowing 
reports of the Directed Tutoring treatment, which was later found to be in 
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effective. This suggests a need for careful monitoring of chiidren's learn- 
ing to assure that apparent successes have some basis in reality. 

On the other hand, it is not altogether clear which particular compo- 
nents of Programed Tutoring were responsible for the impressive 
results obtained by this intervention. It might be that a systematic se- 
. quence was. followed, guaranteeing repetition and review of instruc- 
tional content. Another possibility v, .:s that the content of tutoring was 
consistent with the content of classroom instruction in that both 
followed the Ginn reading series. Teaching to mastery, which charac- 
terized programed tutoring, niay have been another factor responsible 
tor this program s success, because children had to read each word 
and sentence correctly before they could proceed through the 
program. In contrast, the lessims in Directed Tuioring did not adhere to 
' any particular sequence (so review was not guaranteed), the lessons 
were not closely tied to the cla:^^room reading series, and children 
..were not taught to mastery. Instead, one day they might play word 
bingo, the next day practice letters, and the next day interpret picture 
stories. 

The point is that even this excellent experiment by Ellson. et al. 
although providing important evidence on certain questions, still 
leaves a number of other questions unresolved. With that caveat, we 
will turn to an examination of what research and experience suggest 
about structuring tutoring programs. Among the questions considered 
• are those relating to content of instruction, measurement procedures, 
frequency and duration of tutoring, mastery requirements, program 
organizations, tutor training and supervision, and tutor selection and 
pairing with learners^ 

CONTENT OF INSTRUCTION 

With respect to instructional content or what is taught, tutor programs 
have taken a number of widely varying approaches, ranging from con- 
tent selected to be highly correlated with the child's classroom 
programs (Ellson. et al. 1968: Jenkins & Mayhull. 1979). to content 
that is determined basically by the tutor (Mobilization for Youth, 1959. 
described in Gartner. Kohler. & Reissman. 1971). to content con- 
structed especially for tutoring, but independent of the child's 
classroom program (Smith. 1975). Selecting instructional content de- 
pends to some extent on program goals. The Mobilization for Youth 
progran-i was primarily intended to influence the achievement and at- 
titudes of tutors rather than their students. The decision to allow tutors 
to select instructional content was deliberately made, under the 
presumption that this would help tutors develop self confidence, 
enthusiasm for teaching, and interest in school. As noted earlier, 
however, tutoring programs are more often developed for those who 
are tutored, and under these circumstances, it makes little sense to 
adopt a iaissez faire attitude toward the content of instruction within 
an irnpoitant remedial service. 
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The Merits of Various Tutoring Contents, 



Few systematic comparisons have been reported on the rel:tive 
merits of different instructional contents. The work by Elison, ai. 
(1968) was closest to a study of different contents, but in their research 
directed and programed tutoring conditions differed on other factors 
as well. e.g. teaching to mastery. Yet. Silson. ei al. believed that the 
close correspondence between the contents of programed tutoring and 
the classroom reading series (Ginn) wa:; a significant factor in the suc- 
cess of this intervention. 

Although there is little scientific evidence to recommend correlating 
tutoring content with classroom content, there are some common sense 
notions that support such a practice. In the first place, the concepts of 
normalization and least restrictive environment impact on the design 
of special education programs that offer * classroom support and 
remedial services.These concepts imply that services for children with 
learning handicaps should be designed in ways that assist the children 
to maintain their enrollment in normal school setlmgs. Most often 
these are regular education classrooms that include ncnhandicapped 
agemates. Unfortuncteiy, when children with learning problems can- 
not keep up with their classmates, their teachers are inclined to dis- 
patch them to another setting, one from which they rai'ely return. 
Thus, the challenge fcr special and remedial teachers is to help the 
children demonstrate that they can satisfy the major program objec- 
tives of the regular classroom and can remai? a part of the mainstream. 

Since regular education teachers usually define program objectives 
in terms of their classroom curricula, they t^nd to judge children's 
qpmpetence in relation to success or failure in those materials. Follow- 
ing this line of reasoning, special and re:-nedial educatio;i teachers 
need to ensure that their efforts result in children's satisfactory perfor- 
mance in the classroom teacher's curriculum. However, different cur- 
ricula have been shown to vary greatly in their contents. The skills and 
words taught in one series may have very little overlap with those 
taught in another series. For example, Barnard and DeGracie (1976) 
found that the majori-yof words taught in any one major basal series 
during the first grade are not taught in other major series during first 
grade. Similar results were reported by Jenkins and Pany (1978), who 
noted that certain reading series tended to correspond quite closely 
.with particular achievement tests, but that other series did not, again 
indicating substantial differences in content between reading 
programs. 

Nor are curriculum differences confined to the teaching of specific 
vocabulary: they include comprehension skills as well. Armbruster. 
Stevens, and Rosenshine (?.977j compared third grade workbooks from 
the Ginn, Economy, and Houghton-Mifflin seizes. They found that the 
ralative emfdiasis on specific reading comfrehe .j:on exercises (eg., draw- 
ing conclusions and cloze) varied sub^.jiiiiall^ across the three series, 



with emphasis given to differeb^kills bv any \vjo of the series correlating 
on the average at only 0.33. 

This research suggests that remed* li services based on the child's 
classroom curriculum will mere likely improve performance in that 
curriculum. In contrast, services based on another curriculum, even if 
they effectively teach that curriculum's objectives, are less likely to 
teach the "rrght" skills— i.e.. those the classroom- teacher uses as his or 
her .riterion. Based on their research. Barnard and DeGracie (1976) 
drew a similar conclusion: "Since beginning reading vr;cabularies are sig- 
nificantly different, it appears that the student v>rould benefit from using 
one basal system until the decoding process is mastered. It teachers feel 
the need to supplement, it would probably be better to purchase the sup- 
plemental readers provided with most systems" (p. 180), 



CURRICULUM SELECTION 

Transfer to the Classroom 

In my fifth yearof teaching. I was assigned a second grade class of 21 
students: approximately one-third of them rucaivcKl remedial reading 
aiiu/ormath instruction in the special education resource room. For the 
first time in my teaching experience, the supportive services of a 
special education-program had a noticeable impact on my students' per- 
formance and progress. I'm referring not just to gains on year end 
achievement tests, but rather to day to day differences: children partici- 
pated more in reading group activities, seat work assignments, oral 
reading, and recitation of math facts. Vm sure that many components of 
the special education program contributed to students' gains (e.g.. 
systematic data collection and monitoringof student performantcicnc 
to one instruction from cross age tutors: the resource teacher exper- 
tise in designing instruction: and her genuine interest in each stuilenl). 
Her choice of curriculum, however, made the largest contributi ' ^ 
imoroving students* classroom performance. Unlike other sp- 
education programs I have beer: involved with, this one used d- 
ing books, my phonics sequence, my math program, and my spe.. ..»g 
words. In that way. students received instruction that was comp:iiible 
with their classroom programs. For that reason. I regarded the resource 
teacher as my teaching partner, the outcome was fantastic! Dariene 
Pany. Former2nd Grade Teacher 

jennv.a fifth grade tutor, gave Donald, her student, a written award for 
complet'ing Level 9 with mastery.Mrs. Henry read the award to the 
class and praised Donald. Because the reading curriculum used in the 
resource room was the same as that in the classroom. Donald, his class- 
mates. Iheieachor. nd Jenny air'understood" what completing Level 9 
meant. Since Level lO'was the "lowest" level used for any reading 
group in this classroom. Donald could finally participate in a classroom 
r^.-^ding group. LM}, Special Education Resource Teacher 
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In extreme cases, certain curricula may not. only lack correspon- 
dence but even be incompatible with each other and are. therefore, 
capable of confusing children. For example, some arithmetic opera- 
tions are taught using different algorithms (e.g.. counting down versus 
counting up to supply a missing addend), which can create problems 
for the novice, especially those who are experiencing difficulty learn- 
ing in the first place. In reading, one program might use a modified 
orthography (e.g.. Distar and ITA) to denote particular sound/symbol 
relationships, whereas another program uses standard orthographies. 
Or one program might confine first grade decoding instruction to short 
vowels (e.g.. Sullivan) while another introduces both long and short 
vowels (e.g.. Lippincott). Thus, the argument for basing tutoring sup- 
port services on children's classroom curricula has obvious face 
validity, especially in the case of children receiving special education 
services! as they are in jeopardy of removal from the regular education 
program. 

On the other side of the coin, using regular classroom curriculum 
materials can sometimes prove impractical — for example, when they 
are plagued by major design inadequacies or when children cannot 
perform satisfactorily in them even with tutoring. In reading, the likeli- 
hood of needing a curriculum change increases when the classroom 
has employed a whole word program with insufficient phonic support. 

What. then, should dictate th*' choice of tutoring content? The 
dangers inherent in moving to nonsequential, noncumulative tutoring 
content were evident in the results of Ellson. et al.5 Directed Tutoring 
condition. When tutoring lessons skipped about from activity to ac- 
tivity, producing mastery on none, the tutoring program produced no 
discernible effects on students' chievement, even though it was given 
daily for an entire year. 

One alternative to the high risk, nonsequential program is to select 
another standard reading series, presumably one more suited to a stu- 
dent's needs. A second alternative is to select from a number of made 
for tutoring programs such as Sounder (Smith. 1975). Structured 
Tutoring (Harrison. 1971). o: the Mvjnterey Tutoring Program. Either 
alternative has its advantages. With the first, chances arc greater that the 
curriculum selected, by the remedial program may ultimately replace 
the child's original c!a5=irGom curriculum. This would depend on the 
regular classroom teachei'o vviiiingne^s to employ more than one 
series in his or her program, and to define grade level programs ac- 
cording to accomplishments in a second curriculum series. The advan- 
tage of adopting a made for tutoring program is that content, lessons, 
presentation formats, correction procedures, and proficiency levels for 
advancement have been precisely detailed. However, it is unlikely that 
the regular classroom program can be coordinated with the remedial 
tutoring program. 



Process vs. Basic SkUl Approaches 

While the research on instructional content is not altogether con- 
clusive, there is at least some certainty about what not to teacn The 
use of differential diagnostic-prescriptive teaching (DU-Fl) ap- 
proaches sometimes referred to as process approaches, are prevalent 
^. within many special education programs and to a lesser extent w:thm 
remedial education programs. Under these approaches, which Harmg 
and Batsman (1977) have referred to as the majority position in learn- 
ing disabilities, child .n with learning problems are given intensive 
perceptual-motor ano psycholinguistic" programs such as those ad- 
vocated by Frostig and Home (1964). Kephart (1960). and Mmskoff 
• (1975) Usually these programs attempt to strengthen some underlying 
psychological ability like eye-hand coordination, spatial relations, 
laterality body image, auditory reception, or visual sequential memo- 
ry and thereby improve the youngsters ability to acquire ordinary 
academic skills ia which learning is presumed to have been hindered 
because of the underlying ability weakness. 

Arter and Jenkins (1979) reviewed the literature on the efficacy of 
DD PT They found the. in the well controlled studies that attempted to 
improve underlying ability weaknesses through direct ability trammg 
(eg with Frostig training procedures) less than 24% proved suc- 
cessful and only 2^o reported some carryover benefits to academic 
areas. Further. Arter and Jenkins identified other important problems 
^vith this model; namely, that many instruments used for differential 
diagnosis lack adequate reliability and validity to justify their use m 
educational programs for children. ■ 
The research on DD-PThas two important implications for tutoring 
programs. First, teachers would probably be unwise to design lessons 
for tutors that are derived from this model. That is. instructional con- 
tent should stick to the basic^those skills and knowledge domains or- 
dinarily taught in regular classrooms. Second, some special education 
teachers mijt be rductant to employ cross age tutors or other volun- 
teers in their programs because these people lack -"-8 " 
cated diagnostic procedures and complex prescriptive methodologies^ 
Given the consistent research support for cross age tutoring and the 
consistently negative research findings related to the DD-PT model 
these teachers probably should not relax their concern^They m ght 
.effectively upgrade their programs by adding tutors and subtracting 
the DD-PT components. 

ESTABLISHING MASTERY LEVELS 

Closely related to the issue of instructional content is the degree to 
which a tutoring program approximates a mastery learning model. At 
issue is whether tutoring will be primarily activity and process cen- 
tered or learning and mastery centered. The ineffective Directed Tutor- 
ing condition in the Ellson et al. (1968) experiment was a classic exam- 
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pie of an activity oriented program. Tutors did not follow step by step 
procedures, presenting new material only after old material was 
mastered. Rather, their focus was more on teaching than on learning. 
Student mastery of objectives did not dictate what tutors would teach 
on ensuing lessons. For example, one lesson might focus on consonant 
blends, the next lesson might feature a word lotto game, and the next 
be chiefly devoted to word meanings, regardless of the student's per- 
formance. In contrast, a mastery model assumes that any skills 
targeted for instruction are of sufficient importance to require that stu- 
dents demonstrate mastery of them. 

In a mastery based tutoring model, skills (e.g,, a set of letter sounds) 
are identified and instruction occurs every day on that same skill until 
students achieve mastery. For example, new letter sounds are not in- 
troduced until previously taught sounds are learned. Usually very pre- 
cise learning criteria are established for every skill, guaranteeing that 
instruction will continue until the criteria are met. Ellson, et al.'s 
programed tutoring condition, which proved highly effective, applied 
mastery learning procedures. Students' progress through the skill se- 
quence was dictated by attainment of prior objectives. 

Since no experiments have directly compared a teaching to mastery 
approach with an activity centered approach, it would be unwarranted 
to draw a definitive conclusion on this issue and require adoption of a 
mastery model. The Ellson et al. study clearly favored the tutoring 
program that used a mastery model over the activity oriented program, 
but contents also differed in these two programs. Based on our own 
survey of tutoring research, we have noted that successful programs 
have usually adopted a mastery orientation. For example, Robertson 
(1972), who used fifth grade students as tutors for poor performing 
first graders, Neidermeyer and Ellis (1971), who used fifth and sixth 
grade students as tutors for kindergarten children, and lenkin;^ and 
Mayhall (1979), who used older students as tutors of learning disabled 
and mentally retarded youngsters, all employed a mastery model that 
prescribed specific content and performance criteria for progress. In 
contrast, some other tutoring programs failed to demonstrate any 
benefits for the tutored children and a number of these programs 
chose a more laissez faire, activity centered approach. In addition to 
Ellson et al, other examples of unsuccessful tutoring programs that 
adopted this more relaxed practice include studies by Kelly (1972) and 
Foster (1972). 

Although the topic has not been studied, the tutors* satisfaction with 
and sense of accomplishment from their jobs may be affected by the 
opportunity to observe their students actually master the instructional 
content. Presumably, one of the more potent intrinsic reinforcers con- 
nected with teaching is the sense of accomplishment that comes with 
having discernibly helped someone. Learning is more readily ob- 
served in a mastery model than in an activity centered model, because 
in the mastery model students remain on a single task for several days 
until they have attained it. We support the idea that tutors who work in 
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a masterv model will derive greater satisfaction from their tutoring, 
because they will be witness to the changes in their students" perfor- 
mance. , ... 

In addition to the evidence gleaned from research, conventional 
wisdom suggests the importance of carefully selecting tutoring content 
and guaranteeing that students master the content. It stands to reason 
that programs focusing on the "wrong" content will not help students 
much even if they succeed in teaching that consent. Likewise, tutoring 
programs emphasizing "right" content will. also fail, if they do not 
guarantee that children acquire and master this content. 

FREQUENCY AND DURATION OF TUTORING LESSONS 

One of the first considerations in implementing a tutoring program is 
the scheduling of instructional sessions. How luag should each session 
last and how many days per week should tutoring occur? Evidence 
from studies of academic engaged time and class size would suggest 
the more the better, at least up to the point of fatigue. However, other 
considerations will often dictate decisions about the frequency and 
duration of tutoring. For example, time available for tutoring may be 
greatly affected by the choice of tutors, e.g.. adults, children, volun- 
teers, or employees, and by their competing responsibilities and the 
budget constraints of the program. 

Only two studies have directly investigated the scheduling factor. 
One was the previously described Ellson, et al. ( 1968) study in which 
two daily 15 minute sessions were compared with a single 15 minute 
session Achievement results indicated that only the double sessions 
were effect!-^. Even the highly successful Programed Tutoring condi- 
tion produced inconspicuous gains when it was scheduled only once 
daily for 15 minutes, suggesting that very short sessions may not be 

worth the effort. v, u n i 

Frequency of tutoring was the subject of a study by Mayhall and 
lenkins (1974) who compared short daily sessions with longer, twice 
weekly sessions for learning disabled youngsters. Their findings indi- 
cated that children learned more under the daily schedule even though 
total tutoring time was equal for both conditions. Taken together, the 
studies by Ellson. et al. and Jenkins and Mayhall suggest that tutoring; 
will be more effective when scheduled daily and for sessions that last 
approximately half an hour. , • u 

Some writers hcve cautioned against daily sessions, speculating that 
boredom will occur and diminish the positive benefits of a tutoring 
program Our experience does not support this view. Both tutors and 
the children tutored have maintained their enthusiasm for this activity 
for not only a single academic year, but over the course of 3 full years. 
Some antidotes to boredom and lassitude include an occasional change 
of tutor-learner pairings, scheduling reinforcing events for both 
tutors and learners, and making the job of tutoring prestigious in the 
school. Shaver and Nuhn (1968) have also conducted a long term tutor- 
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ing program using the same paid adults over a 3 year period. 

Other considerations, although not data based, favor scheduling 
daily sessions of moderate length. One consideration is the classroom 
disruption produced by children departing for the tutoring site and the 
additional teacher energies consumed in organizing this extra transi- 
tion. To justify this, tutoring sessions should last long enough to have 
an effect and not just result in extra bother. A second consideration is 
especially pertinent in programs using cross age tutors from the 
school. Classroom teachers often prefer a fixed time, a regular (daily) 
schedule when their students will be out of the room for tutoring. This 
allows them to plan for and concentrate their efforts exclusively on the 
remaining students. 

It would be misleading to imply that a tutoring program must be 
. scheduled daily for approximately half hour sessions if it is to be 
effective. On the contrary, a number of successful tutoring programs 
have employed a less than daily schedule, or one with individual ses- 
sions lasting under 30 minutes (Harrison, 1971: Niedermeyer & Ellis, 
1971: Klosterman. 1970). Our point is that when temporal factors were 
studied experimentally, results favored the longer, more continuous 
programs. This in combination with nuisance factors, such as inter- 
ruption of classroom schedules and transition time, points to daily ses- 
sions of moderate length as the preferred organization, as long as other 
factors, such as availability of tutors, do not dictate otherwise. 

TUTOR TRAINING AND SUPERVISION 

The last thing teachers want to create is an unpleasant and negative in- 
terpersonal experience for children. Researchers have observed that if 
left to their own. older children will occasionally show impatience, or 
boss and ridicule younger children whom they are ''helping" i Lippitt. 
1968): nor is such behavior limi- : to children. To prevent this situa- 
tion, it is essential that tutors be trained in appropriate interpersonal 
behaviors that will result in a comfortable and satisfying experience 
for bcth members of the tutoring dyads. 

In addition to the obvious need to provide tutors with directions per- 
taining to the content of instruction, conventional wisdom about good in- 
structional practices suggests several behaviors that tutors should be 
trained to perform. For example, teachers and tutors should give clear 
. directions, encourage and praise learners for their efforts, confirm correct 
" responses, correct errors in a nonpunitive fashion, and avoid overprompt- 
ing. Interestingly, children v\4io tutor appear not to engage in these 
behaviors spontaneously, according to a study by Niedermeyer (1970). 
Fifth and sixth grade students, who had received no specific tutor train- 
ing, tended during tutoring sessions to confirm correct responses less than 
50% of the time, rarely gave corrective feedback, and did not praise their 
tutees. Moreover, they did not engage in friendly, noninstructional con- 
versation before or after the tutoring sessions. In contrast, tutors who had 
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received training in these behaviors exhibited high rates of appropriate 
instructional and interpersonal behavior. 

Research conducted on the teaching styles of children indicates 
substantial individual differences among youngsters m their delivery 
of positive and negative consequences during instruction. Feshbach 
(1976) has noted that children's tendency to provide positive or nega- 
tive feedback to other children in the form of verbal and nonverbal 
cues is related to such factors as the tutors socioeconomic class, race, 
maternal reinforcement style, and cognitive/achievement competence. 
Thus, while some children may approach the tutoring role with inter- 
personal and social skills, others will need training and careful super- 
vision lest they produce negative learning conditions that interfere not 
only with effective transmission of information, but also with the 
learner's enjoyment, motivation, and self evaluation. 

These and several other tutoring skills— such as placing learners m 
an instructional sequence; procedures for teaching letter names, letter 
sounds, and sound blending; and record keeping practices— were in- 
cluded in the tutor training program developed by Harrison (1969). To 
determine the value of this training, Harrison compared the learning 
of children taught by trained tutors with others taught by untrained 
tutors His results strongly favored the group taught by trained tutors 
in that these children learned more, even though instructional time 
was equal for both groups. In a related study. Osguthorpe and Har- 
rison (1976) concluded that role playing the tutoring skills during the 
training sessions was important to the success of the program. In this 
study parent-tutors who had practiced the tutoring skills in role play- 
ing situations produced larger learning gains than either parents who 
received no training or those who had read a manual and observed 
tutoring demonstrations. 

What do these findings suggest for teachers? Although only a few 
studies have addressed the issue of tutor training directly, these have 
produced reasonably consistent findings in favor of training. Some 
general skills that cut across a number of instructional tasks include 
giving clear direction, confirming correct responses, applying non- 
punitive corrections, praising the tutee for appropriate behavior, and 
friendly conversing before and after the tutoring sessions. Efficiency 
considerations also suggest that tutors be trained in gathering and 
replacing their instructional materials, measuring and recording stu- 
dent performance, allocating time to specific tasks, and possibly 
monitoring or participating in posttutoring games the student may 
have earned. Other tutoring tasks such as teaching letter sounds 
blending, sound.ing out. counting, arithmetic algorithms, and 
specialized correction procedures will require specific trammg it a 
tutor is assigned to teach them. Moreover, it is probably wise to 
remember that training need not end once actual tutoring begins. 
Careful supervision of the tutors will alert teachers to additional train- 
ing needs. , j • 
The need for proper supervision was demonstrated m a study oy 
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Mayhall. Jenkins. Chestnut. Rose. Shroeder. and Jordan (1975). The in- 
tent of this research was to examine both setting and supervisory fac- 
tors in a cross age tutoring program for learning disabled children. In 
the first experiment, tutoring was conducted in the students' regular 
classrooms or in the special education resource room. In both settings 
minimal supervision was given by the teacher in charge. No 
differences were observed in the amount students learned in the 
different settings. The second experiment was identical to the first ex- 
cep{ that the resource room teacher actively monitored, encouraged, 
and guided the tutors. As in the first study, the classroom teacher 
taught a small group of classmates during the tutoring sessions, and 
thus provided minimal supervision of the tutors. The children who 
were taught by the closely supervised tutors learned more over the 
same period than did their counterparts in the classroom. 

Taken togetht,T. these findings suggest that supervision adds signifi- 
cantly to the effects of tutoring, and that the location of tutoring is less 
critical. However, as these researchers noted, it is often difficult to 
structure carefully supervised tutoring in the regular classroom 
because teachers usually must perform other functions that are incom- 
patible with supervising. Of course, if a teacher arranged for all the 
children in the classroom to receive tutoring simultaneously, he or she 
would be more able to supply the necessary supervision. 

An alternative is for the classroom teacher to delegate supervisory 
responsibiUiies to someone else — for example, a teacher aide, another 
student, or the special education teacher. One drawback to this ar- 
rangement is that the often significant noise produced by the tutoring 
groups may interfere with the lessons and private work of the other 
children. Unless regular classroom teachers are prepared to make a 
strong commitment lo organizing a tutoring program, including train- 
ing and supervising the tutors, it is probably advisable for another 
professional (a resource, consulting, or remedial teacher) to assume 

. .Tianagement responsibility and to locate the program in . his or her 
own setting. 

MEASLREMENT OF PROGRESS 

0 ^ '"'Lvious disadvantage of turning over instructional duties to 
anL.her person is that teachers may relinquish a certain amount of 
their intimate knowledge about how their students are progressing. 
VVhei teachers themselves conduct a lesson, they have many oppor- 
ti 'S to observe and assess how children are progressing. They can 
^' nnfy which children need additional practice, which children need 
re challenging material, and which ones are becoming discouraged, 
iriuitentive. or confused. With this information teachers can make ap- 
propriate program adjustments. However, when they establish a tutor- 
ing program, teachers give up some of this minute to minute monitor- 
ing ability. 



One means of compensating for this information loss is to be present 
during tutoring and observe the teaching-learning activities. The pre- 
viously mentioned study by Mayhall. et al. (1975) indicated that such 
supervision can make an important difference in a program's success. 
However as EUson. et al. (1968) pointed out. appearances are some- 
times misl ding, and what passes for effective tutoring under infor- 
mal observ ions may not prove effective when actual learning 
measures are examined. • 

The contribution of a data system to instructional decision making 
has been the subject of several experiments. In one study. Jenkins. 
Mayhall Peschka. and Townsend (1974) compared relative learning 
when cross age tutors measured children's performance either daily or 
not at all The teachers who had access to the daily measures were able 
to make better program adjustments th^t resulted in greater learning 
by the learning disabled students who were being tutored. Although 
they did not conduct their studies in tutoring programs. Bohannon 
(1975) and Mirkin (1978) found similar effects when special education 
teachers used daily data to make instructional decisions. 

In our experience, we have found that tutors can learn to collect 
daily performance data on each teaching objective. For example, with- 
in a reading lesson that includes instruction on letter sounds, isolated 
words reading in context, and comprehension questions, the tutor will 
measure each element separately and display the results visually on a 
chart. By inspecting these charted performances, teachers determine 
how each child is progressing on each task, when instructional pro- 
cedures need to be changed, and when the child is ready for a new 
task. Tutors are usually enthusiastic about measuring and charting 
performance: it not only provides evidence of their own effectiveness, 
but also constitutes one of the "special teaching skills- that makes the 
role of tutor distinctive. 

One last word about measuring learner performance. The primary 
reason for establishing a systematic means of monitoring student 
progress is to supply teachers with valid information on their students- 
learning. In a sense, these measures are a way for the practitioner to 
keep his or her fingers on the patienfs pulse and, to take corrective ac- 
tion when a problem is detected. The measurament procedures should 
be objective, especially if the tutors are to conduct the assessments. 
Tutors should not, however, be placed in the position of grading their 
students or of making judgments regarding the adequacy and quality 
of their work. That is the teacher's job. Tutors dislike their jobs when 
they are placed in an evaluative role. They find this task particularly 
unpleasant when rewards to their student are contingent upon their 
evaluative judgments (Towson & Allen. 1970). Thus, while we believe 
that a measurement system is essential and recommend that tutors ad- 
minister the measures, we strongly suggest that the measures be en- 
tirely objective (e.g.. percent correct on a word list or correct math 
facts per minute) and that teachers be careful to distinguish between 
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the 'measurement responsibilities they give to tutors and the evaluative . 
responsibilities they reserve for themselves. 

These findings support the common sense notion that decision mak- 
ing improves when people have access to better information, a pro- 
position that is as true in classrooms as it is in government and indus- 
try. In addition to their contribution to decision making, good data 
systems can have other beneficial effects as well. In tutoring programs 
it is especially important to keep both tutors and learners focused on 
particular outcomes. When students recognize that their progress 
toward specific objectives will be measured at the end of every day's • 
lesson, they are less likely to drift off task. In addition to this focusing 
function, performance measures also provide both partners in tutoring 
dyads with hard and satisfying evidence on the fruits of their labor. 
Finally, the data gathered on tutoring outcomes can be useful to 
program organizers in justifying the continuation and expansion of 
this service. 



TAKING ON THE ROLE OF TEACHER 
Measurement Is Important to Tutors 

Being a tutor who used data based instruction is important. I had a fifth 
grade tutor who said to me. "How could someone teach reading without 
keeping charts and daily records?" I remember thinking I wish the gra- 
duate students assigned to me for practicum had the same insight. 
Using observable, countable, and measurable behaviors allows tutors 
to evaluate their success as a teacher. Lisa*s mother remarked that her 
daughter gave daily reports on the number of sounds her student could 
do. 

My tutors love carrying their stopwatches around their necks when 
picking up their students and showing off their performance charts to 
teachers and parents. Whenever an open house is held in my school, 
the tutors bring their parents in to show their instructional materials 
and charts, and to teach their parents how to use the calculator to com- 
pute percent and rate correct. I frequently have more tutor families 
than my students* families visit my room. LMJ, Special Education 
Resource Teacher 

Teachers Need to Be Good Models 

The "tutor teacher." as my tutors always refer to me, needs to model 
good instructional behaviors since tutors are quick'to imitate what they 
observe. When I listen to my tutors I hear the same phrases, 'good 
remembering," ''great sounding." and even my tone of voice. Because I 
will often give studenh-; written awards for completing books or an 
especially good lesson, my tutors now do this as well. In fact, their 
awards are usually more creative than rnine! LMj 
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PROGRAM ORGANIZATIONS 



Melaragno (1976) has identified three types of program organizations 
for tutoring: intergrade. interschool. and within class. Under an in- 
tergrade tutoring program, older classes of students are paired with 
younger classes, sometimes on a schoolwide basis. With interschool 
tutoring, students from a nearby school act as tutors for younger stu- 
dents in the latter's school building. Instances of interschool programs 
include senior high school students tutoring junior high or elementary 
students, and junior high students serving as tutors in elementary 
schools. 

Interschool and sometimes intergrade tutoring require the services 
of a program manager. School psychologists might serve effectively in 
this capacity. The third organization, within class tutoring, may in- 
volve either pairing advanced or "expert" students with slower lear- 
ners from the same room, or sometimes pairing near ability students in 
memorizing or drill-like tasks. One obvious requirement in the near 
ability pairings is the selection of suitable learning tasks. Because cer- 
tain tasks require that one person (the tutor) has already acquired the 
target skill (sight words, oral reading, arithmetic operations), they are 
not well suited for near ability tutoring pairs — the proverbial problem 
of the blind leading the blind. Other tasks such as spelling practice, 
word meaning instruction, and math fact drill can be structured so that 
the "tutor" has access to the answers, and both parties can take turns 
being the tutor. 

To the organizations described by Melaragno we would add a 
fourth, special services tutoring, to identify the situation where a tutor- 
ing program is created and managed by a special education resource 
consulting teacher or a remedial education teacher. In keeping with 
ourorientation in this book of focusing on programs for hard to teach 
children, we will devote more attention to special services tutoring, 
although fully recognizing that the larger scale, schoolwide programs 
outlined by Melaragno can have an enormous impact on children's 
achievement. More often than not, however, schoolwide tutoring 
programs are created because they seem to be a good idea rather than 
out of a sense of urgency. They tend to place high demands on the 
teachers and program coordinator.- requiring cooperation and commit- 
ment to an "extracurricular" activity which can come to be perceived 
as an unnecessary burden. For these reasons, most schoolwide tutor- 
ing programs have trouble getting off the ground, and once 
established, tend to have a short life expectancy. Special services 
tutoring, in contrast, is more easily organized and managed, places 
fewer demands and burdens on classroom staff, is less disruptive to 
ongoing classroom programs, and does not require total commitment 
and involvement from the entire school community. 

Special services tutoring programs run on a smaller scale but bor- 
row ingredients from both intergrade and interschool programs. As is 
the case in intergrade programs, older students a/e selected from up- 
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per grades to tutor younger handicapped students under the supervi- 
sion of a special teacher. Like interschool programs, special services 
programs sometimes enlisi the services of students from n^ by 
schools. Haynes ( 1977). for f^xample. arranged for senior high students 
to enroll in a ''teaching" course for credit in which they provided daily 
tutoring services in reading and spelling for learning disabled 
youngsters at a nearby junior high school. Special education consulting 
teachers in Vermont created a similar program for high school stu-' 
dents who tutored elementary age handicapped students in arithmetic 
(Armstrong, et al.. 1979). 

Teachers, other than special education resource teachers and 
remedi^ education teachers, car. take advantage of tutors' help. A 
regular classroom teacher might design a small scale tutoring program 
for some of his or her hard to teach children as a moans of supporting 
them in the educational mainstream. Likewise, teachers in self con- 
tained special education classrooms can strengthen their instructional 
program by importing tutors from regular classrooms. In either case, 
the classroom teacher must set aside time to train the tutors, identify 
appropriate lessons, devise a measurement system, and incorporate 
tutoring into the regular classroom schedule. Several obstacles con- 
front teachers who select this optk^n. They must find time to train and 
confer with their tutors, schedule activities for their other children 
during the tutoring time, and manage the activities of all children in the 
room. None of these obstacles are insurmouru^: le. however. When 
available'. ..n aide or parent volunteer can lend assistance by conduct- 
ing a group lesson for the other children or by helping them with their 
private seat work, for example. To avoid conflicts with other 
classroom obligations, the classroom teacher might consider schedul- 
ing tutor training and debriefing sr^sions during nonclassrcorr. hours, 
such as recess, lunch period, or alier school. 

SELECTING TUTORS AND PAIRING THEM WITH LEARNERS 

Since almost no research has addressed this issue, teachers have had 
little choice but to rely on their intuitions both in selecting tutors and in 
pairing tutors with learners. With availability dictating the pool of po- 
tential tutors, it has not always been possible for teachers to follow 
their natural preference for older, academically competent student 
tutors; nevertheless, in many cases teachers have beca able to design 
high quality programs using children as young as 7. 8. and 9. As a 
general rule, however, older, more able students are the first choice 
because they are easier to train, require less supervision, and are bet- 
ter able to manage discipline problems than are younger tutors. 

Academically capable fifth and sixth grade students make ideal 
tutors: they are often available because they have little trouble meeting 
the challenges at their grade levels and consequently can complete 
their assignments independently. Often, they are willing to buckle 
down and use their classroom study time efficiently to complete their 
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SELECTING CHILDREN AS TUTORS 



Many Chiidren Aspire to Be Tutors 

A number Oi my children who were tutored by older s! adents held 
aspirations to become tutors themselves. I trained two fourth grade 
boys, who were originally tutored in reading, to be math tutors; they 
tutored each other on multiplication facts. They were then included in 
tutor breakfasts, lunches, and the end of the year party. The 
academically high achieving youngsters welcomed the "special educa- 
tion" students as tutors. In fact. 1 never had to "explain" their presence. 
Normally. 1 try to have tutoring fairly wcil established before introduc- ^ 
ing special education youngsters as tutors, although recently 1 included 
a "tutored" youngster in the first batch of tutors at one school, and he 
has done quite well. LM/ 

Are Peers Viable Tutors? 

In my 8 years of managing tutoring programs I've always .preferred 
using older students as tutors, but on several occasions 1 have used 
peers. In one instance. Lucy, a second grader in San Miguel Elementary 
School.'made more academic gains and liked tutoring better after her 
classmate Hortensc became her tutor. This Particular pairing lasted for 
the entire school year. LM] 

Special Education Students as Tutors 

Rick is a sixth grader v;ho receives special services in malh. He also 
tutors another sixth grader on multiplication and division iac;S. Since 
tutoring Michael. Rick's rate on multiplication facts has gone from 7 per 
minute to 28 per minute in 8 weeks. UAj 



Different Tutoring Benefits for Different Children 

When I jecommend childrer. to be tutors, 1 think.about their different 
needs. Each tutor becomes personally involved with another human 
being's frustrations and successes. Like many who tutor. Jennifer im- 
proved her own comprehension skills and level of self confidence. Cin- 
dy, who had been argumentative and snippy with peers, learned to be 
more tolerant and patient. Brock learned to concentrate, make a com- .. 
milment to a task, and control his isndencies to play when the teacher's 
back was turned. Matthew learned to organize his time and work. Each 
child in my class considers tutoring a:, earned and treasured privilege. 
Nancy MacDona/d, 4th Grade Teacher, Washington School. Cham-^- 
pa/gn, Illinois 
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One C!a9s;*ooin Teacher^s Criteria for Recommending Children as 

Tutors 

1 look for the following kinds of lrails when I recommend children U) he 
tutors: ' 

1. Hard wo rkiiig students because children who are conscientious in 
vAaSS will probably be conscientious tutors. Also, they usually have 
to wjrk for their grades. I tend to avoid recommending some of Ihe 
brilHant krds since they sometimes don't have much empathy for 
those who don't have all the answers. 

2. First child from a loving family, since they have experienctxin nur- 
toring their siblings. 

3. Children from a large family because they too are accustomed to 
helping others. I sometimes avoid the youngest of a large family if he 
appears too self centered (spoiled). Kay Hendrick. 5th - 6th Grade 
Teacher, Audubor. SchooJ, Redmond. Washington 

Not For Everyone 

I've used several LD students as tutors. And this hi:s worked out very 
well, with only one exception. One LD student (who had a behavior 
problem as well) couldn't handle the responsibility. I'm hoping that he 
might try again at a later time. Diane Coodwine, Speciai Education 
Resource Te::cher, Leal SchooL Urbana. liiincis 

Another Viewpoint on Selecting Tutors dhd Tuteea 

As a Title I reading teacher. I have used a peer tutoring program for the 
last 3 years. A.pproximately one third of my case load is involved with 
the peer tutoring program. 

In deciding which children will be tutored, there are several factors 
to keep in mind. The foremost factor is the child's level of deficit. A 
child with a severe deficit would not be an appiopriatc candidate t(j be 
tutored. Likewise, a child whose liehavior is difficult to manage would 
not make an appropriate candidattj. Another factor to consider is the 
age of the tutee and tutor. It has been my experience that the farther 
apart the ages of the tutee and tutor, the better the pair work together. 
The older-tutor often finds it more rewarding to work with a younger 
child. On the other hand, the older tutor is someone the younger tutee 
can look up to. 

in my school, to be a tutor Ts an honor, Tutors are chosen by the 
classroom teachers. Criteria used for choosing tutors are responsibility, 
completion of assignments, good social skills, and average to above 
average achievement in reading. Some teachers use tutoring as a lever 
to increase the tutor's work rate. Tutoring becomes an incentive to com- 
plete all their assignments. Marianne Abbey, Title I Teacher, Garden 
Hills School, Champaign, Illinois 
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work or sometimes work on, their classroom assignments outside of 
school time so that they can qualify as tutors. Their classroom teachers 
may also perceive tuloringpositively. Apart from the fact that tutoring 
is a worthwhile activity that will help the children grovv in social 
maturity, the classroom teacher can take advantage of the student:;'^ 
desire to tutor and use it as a meens of motivatmg them to keep up 
their assigned work. Moreover, during the period when the student 
tutors are gone from the classroom the teachers can capitalize on ihe 
reduced class size and concentrate their efforts on the less able stu- 
dents. 

There is more to consider than age. grade, and ability levels, 
however. The crucial factors in tutor selection relate to the tutors' per- 
sonalcharacteristics; Program organizers normally seek children who 
are^depcndable. responsible, sensitive, and caring, or children who ap- 
pear likely to develop these characteristics. Classroom teachers are 
usually able to identify at least three to five children in their classes 
■ who possess these characteristics along with the requisite academic 
competence and sufficient time in their daily schedules to participate 
in a tutoring program. 

In pairing tutors with learners, teachers need to decide about such 
factors as age differentials between members of the dyad along with 
racial and sexual composition of the pairs. Only sparse research data 
are available to help teachers with these decisions and none of these 
data would qualify as definitive. For example, while children prefer to 
be tutored by and to tutor same sex partners, and this is consistent 
with teachers' inclinations in matching tutors with students, there is no 
evidence to suggest that either cross sex or same sex pairings are more 
effective.. The single study on this topic (Klentschy. 1972) foend no 
relation between achievement gains and sex pairings. 

With respect to the race of tutor and learner, our scientific informa- 
tion base is similarly vague. Witte (1972) found that various racial pair- 
ings had no discernible influence on learning, but that interracial 
dyads did positively influence cross racial interaction and accep- 
tance. Other rc-search has not found attitudinal change resulting from 
interracial pairings (McMonagle, 1972). Common sense, however, 
favors both interracial as well as cross socioeconomic clas^ tutoring as 
a means of producing a positively structured contact between children 
of different backgrounds. The same common sense cautions against 
uniformly placing minority and low^T SES children into the ^learner 
role while reserving tutor status to the middle class, white cinldren. 
Children from all backgrounds can benefit from functioning j a 
human service, helping program. In addition to the interracial conucts 
within the tutoring dyads, a certain amount of camaraderie and esprit 
de corps can develop within the tutor group itself. thereby enhancing 
the relations among children from different economic and racial back- 
r grounds who have come to share common interests, responsibilities. 
^ and problems associated with teacning. 



Age pairings of tutors and learners have been investigated In two 
studies (Linton. 1973; Thomas. .972). Both reported that older tutors 
were more effcictivci than younger ones, but these findings should not 
be widely generalized. In :)ne study. 12th graders produced larger 
math achievement gains than did 8th or 10th graders when tutoring 8th 
grade students. In the other, college students compared with 6th grade, 
tutors produced larger v(x:abulary growlh in stxoad grade ieafnt^rs. hut 
no differences were found in reading comprcjhension ar.doral rei^ding 
measures. The dynamics of peer versus :sv ;s age pairings are not well 
underst(K)d. Intuitively, children might be expected to accepi instruc- 
tion from an older student more readily as this situation moru closely ap- 
proximates the classical adult-child instructional arrangement. In con- 
trast, instruction from a peer might invite negative self evaluatiotis with 
respect to status and competence. An age differential may also give the 
tutor an upper hand in matters of discipline. In (Amtrast. teacners nave 
Oi^/^^nized highly effective .within class tutoring programs that featured 
same age pairings. Lovitt and Fantasia (1980). lor example. signed peer 
tutoring in a learning cilsabilities classroom in which ti. , o children 
help)ed each other acquire personal information da'a (e.g.. name, addrcjs, 
phone number, eta). On the laboratory side. Allen and Feldman (1975) 
found that compared to adults, children were better able to discriminate 
another person's level of understanding, using nonverbal cues alone. 
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4 Considerations in 
Implementing a Tutoring 

Program 



The responsibility of providing every child with an appropriate in- 
structional program belongs to the teacher. This fact does not change 
when teachers implement a cross age tutoring program. The teacher is 
still the person in charge. He or she establishes the instructional goals, 
delineates objectives. de<^igns the lessons, chooses materials, and 
makes adjustments in instructional conditions as they are needed. By 
establishing a tutoring program, the teacher can intensify instructional 
services, providing more practice and individual attention Jo the 
children he or she serves, but he or she cannot justifiably turn over his 
or her professional responsibilities to the tutors. While a tutoring 
program requires that the teacher exchange some direct teaching 
duties for some managerial duties, the major instructional decisions 
(who to teach, what to teach, and how to teach) are still the teacher's. 
Below is a brief outline of some of the important decisions and ac- 
tivities for teachers who implement a cross age tutoring program. 

DETERMINING WfflCH CHILDREN CAN BE TUTORED 

Not every child with learning problems can be taught effectively by a 
cross age tutor. Surprisingly, though, most children can, if the situation 
is properly structured. The exceptions tend to be stud^^.its who pose 
serioucJ oehavior management problems, who are dangerously ag- 
gressive, or who are unusually nonccmpliant. if a child fits this 
description, he or she may not be "tutor material" unless an adult 
were to serve as tutor. 

In beginning a tutoring program a good rule to follow is to start 
small. The teacher should identify four to six stud :s who would 
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POSITIVE REGARD BETWEEN TUTOR AND LEARNER 

Cross Age Tutors Can Be More Popular Than the Teacher 

SciJlt, a fourth j^radir ynungstirr ZV-i velars btrhind in reading, was Innng 
tiitortrd by thu sptrcia! trducatii)n nrsourar n)om tuaiihor. Diui to 
sch-dulin^ probUrms hv. had lo bo tuton'd during his lunch roi;oss two 
timos a wt!t;k. Scoll was nut lirrribly onthiisiastic about missing lunch 
m:r,ss and his ttrachor had to ••find" him on \hosv, days. Lator. as part of 
a cross agt: tutoring program. Scott was assigmMl a fifth gradu girl, 
Krily. With KvA\\ as his hiUr:, Scott always camu \o the rosuurct? voom 
voluniarily. Scot't and Ktdly fi)rmed a good rclatii^nship and bi)th gavt; 
up more n^cuss timir to makt; a -stickier poslc'r for ^ood work" which 
was hung in thu rcsuurct* room. In fact. Scott cmjuycci huing \uloTv.d by 
Ktdly nioru than by thu tuachtrr. His own involvcmt^nt in planning his 
lesson, and his perception of Kelly's commitment toward his learning 
to read, made noon recess an acceptable sacrifice. LM/. Special Educa- 
tion Resource Teacher 

On Being Tutored by Another Youngster 

My iihildren like working with their tutors mure than anything (rise! 
P.k., music:, and i)ther activititrs which are usually favorites with 
children don't have as much appeal for them as thtr ontr to one compa- 
nionship with their tutors. Mary Davis. 2nd Grade Teacher. Audubon 
Schooi. Redmond, Washington . ' 

Friendships from Tutoring 

Some children work betttrr with children than with adults. I have had • 
tutors and tutees ask if they can come in during luiuih to -cad so the 
tutee can cafch up. Somtr children ncvxi that special friend and the at- 
tention that a tutor can provide. I have witnessed these friendships not 
only in my classroom; but in the halls, lunchroom, and playground. For 
some children, this special attention is very important in helping 
establish a positive self concept. Mary Anne Abbey, Title I Teacher, 
Garden Hills School. Champaign. Illinois 

Kara, a sixth grader, tutored Michael, a third grader, in reading. Kara's 
parents reported that she commented daily on Michael and his reading 
lesson. "She talks about her job all the time." Michael must also talk 
about Kara, for at Christmas. Michael made -randy sundaes" for Kara 
and his resource room teacher. Expressions of caring such as these are 
not uncommon. LM/ 

Sometimes Your Feelings Can Get Hurt 

Mick a youngster I Inlored in reading, announced that he heard I was 
trainir^'"t-tors I replied, yes. that was so. Mich asked if he could have 
Allen for his tutor. I asked him if he would rather have Allen than me. 
He said yes. LM/ ^ 
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seem to be good candidates for tutorial instruetion. ones who nec^i in- 
tensified Servians in the form of additional praetiee. but who do not 
have serious ht^havior management problems. The next step is to 
assess the students' mastery of curriculum objectives, identifying what 
they need to learn next. The teacher should begin instructing them 
himself or herself so that lesson content and teaching procedures are 
appropriately developed. 

PREPARING THE SCHOOL FOR TUTORING 

For the most part, teachers have enormous latLtude within their own 
classrooms and with their own st^.ients. However, in establishing a 
cross age tutoring program, teachers begin tinkering with conditions 
outside of their own classrooms and may inadv(^rtently disrupt the 
normal workings of the school. Children will mention the tutoring 
program to parents who will in turn' raise questions with the school 
principal and the classroom teachers. To lay the groundwork for a 
tutoring program, the teacher will need to discuss the program with 
the building principal and with the upper grade teachers from whom 
he or she will request tutors. The teacher will need to pres^mt a ra- 
tionale for establishing such a program, pointing out how it will 
benefit children who are experiencing learning problems and how it 
will provide an unusual opportunity for older children to gain social 
maturity by enacting a human service, helping role. 

The building principal and the classroom teachers of the children 
who are to be tutored need assurance that the special education 
teacher will maintain responsibility for the instructional program and 
that the addition of tutors will enhance, not detract from, current ser- 
vices. The principal will want to see a proposal for informing parents and 
gaining their amsent. and will want to know how problems will be dealt 
with. The classroom teachers of the potential tutors will need information 
on the kind of students who are potential tutors, the time commitment in- 
volved from the tutors, the nature of the services their students will pro- 
vide. th(^ content of training, the supervision the students will receive, and 
the opportunities thi^y themselves will have for involvement in thi? 
pnjgram. 

Regarding their involvement, the teachers will need assurance that 
the time devoted to tutoring will not detract from the tutors' chissroom 
work, that tutoring is in fact contingent upon maintenance of high 
quality performance in the classroom, that scheduling of tutoring ac- 
tivities will be adjusted to complement the classroom schedule, that 
they will be kept regularly updated on the tutoring performance and 
social development of their students, and that they will have oppor- 
tunities to observe their students and to renegotiate aspects of their 
students' involvement in the tutoring program. They will need to^. 
evaluate their students' potential for tutoring against such criteria as 
demonstrated academic success, patience, maturity, and suitability for 
a helping role, and recommend those who they believe would qualify. 
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TEACHERS' AND PRINCIPALS' VIEWS 
Carryover to Classroom 

Four students from my class participate as tutors in our school's 
program. It is exciting for me to see their enthusiasm for helping other 
people. The time they spend tutoring is a vr' lable experience not only 
academically but socially as wrAl The tutors return to my class with a 
renewed interest in learning that seems to motivate others in the room. 
This is an excellent opportunity for many types of students to offer 
something of themselves to others. The benefits run high on both sides, 
Valerie Bennett. 6th Grade Teacher, Ben Franklin School. Kirkland, 
Washington 

A Principars Evaluation 

Our school's tutoring program has supported our goal of improving the 
Garden Hills students self concept. The program enables students to 
value Iheirself worth, it identifies ways in which students can con- 
tribute to the welfare of the students and the school. It fosters a care 
and concern for fellow students for the remainder of the school year. 
You witness the verbal and social exchange of these students on the 
playground and in the building whenever they meet one another. 

The resource teacher always informs me when a 'Uilor of the week" 
has been chosen, I visit the classroom when the student is tutoring and 
congratulate him or h This visit is followed by a letter of apprecia- 
tion and thanks for the contribution to the students and our school. 
Phyllis Wilken. Pnncipol Garden Hills School. Champaign, Illinois 

Tutors Must Maintain Classroom Work 

This program is not a baby sitting job where the tutor simply occupies a 
chair and listens to another child read. The tutor becomes a trained ob- 
server/recorder who encourages and reinforces learning. In my class, 
the child who accepts the responsibility of tutoring knows that he or 
she is performing a skilled task with an obligation to help another child. 
The tutor is expected to fullfill his or her own class assignments and 
duties and knows that if these tasks are incomplete or done with less 
than expected accuracy, tutoring privileges will be suspended or termi- 
nated! Nancy MacDonald, 4th Grade Teacher, Washington School, 
Champaign, Illinois 

Tutors in Abundance 

Mrs. O'Dea a fifth grade teacher at Garden Hills Elementary School, 
requested in March tha» all of her students be trained for tutoring. She 
liked the charting skills and math application available in tutor train- 
ing. She also believed that tutoring taught the youngsters to be responsi- 
ble. LM/, Special Education Resource Teacher 
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Tutoring Results Seen in the Classroom 

AfU)V a tulor program has become established, response from 
classroom teachers is very positive. Now several teachers will ask me at 
the beginning of the year how soon we cah start tutoring. Two teachcirs 
have said their students show more progress in reading when they 
work with peer tutors than when they go out for special services, Ellen 
Pino, Special Education Teacher. Robeson School, Champaign, Il- 
linois 

Breaking the Routine 

Last year, most of the children assigned to my program spent a great 
deal of time in my room. Therefore. I had to find different ways of 
stimulating them for short segments or risk losing their interest. 1 used 
cross age tutors for this purpose. The children had a break from my 
voice and my expectations. After a tutoring session. I could teach the 
child with renewed motivation, both for him and for me. Jan Walker, 
Special Education Teacher, Oregon, Illinois 

Tutors' Skills Can Influence Classroom Teachers 

A iii\:h grade teacher. Valerie Bennett asked mv. to show her hovv'lo s(il 
up the chari.s that the tutors had learned to use. She wanted to keep a 
record of her sfudents' progress in multiplication facts and to motivate 
the youngsters :o improve their rate and accuracy, LMJ 



Occasionally, the iutors" teachers are reluctant to release their stu- 
dents from the classroom for tutoring. It does require additional plan- 
ning and raises the potential for hassles from parents or administra- 
tors. One strategy that has proven successful in gaining teachers' 
cooperation is to demonstrate first that the special education services 
are indeed effective. This can be accomplished through v;orking 
closely with an upper grade teacher of a problem learner by producing 
notable growth and by supplying the teacher with materials and pro- 
cedures that he or she can use. Having received recognizable help from 
the special education teacher, the classroom teacher is then more inclined 
to return the favor so that others can enjoy the same benefits. Moreover, 
after one classroom teacher has participated in the tutoring program, ob- 
served its value, and suffered no ill effects other teachers will be more 
• disposed to cooperate. 

DETERMINING A TIME FOR TUTORING 

As noted earlier, the research on tutoring suggests that sessions ap- 
proximately one half hour in length are ideal and that daily sessions 
are preferred over less frequent arrangements. Since scheduling 
nearly always* involves a minimum of two classrooms, the learners* 
and the tutors', it will challenge the organizational and arbitration skills 
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of ihc] pr'j^srani developer (sue Figure 3 tor u sample sehedule). As a 
rule, dossrcem teachers Kenerally prefer lu establish a standard time 
eaeh day wh(!ii children will he out of the classroom. Of course, these 
guidelines arc^ not cas: in ,uranite: depending on thi^ spiniific: circum- 
stances within a school, they may net^d modifii:ation. The? special luluca- 
iion teacher will need lo plan a schedule with the various classroom 
teach»?rs, A sample? scheduh? is shown below. 



Activitit^s 



8: i5 - H:4C (\V(Mi\ Tutor metMing 

H:4r. -9 30 ' s(;urce teacher: Small <;rc)up (2) and inciividual 

siudi^nt work (roadinj;/spelling) 

Math tutoring: One pair 
yy.:>0 ■ 10:00 Ri'sourciMeachen Individual student (readini^) 

Sp'.^llin^ tutoring: One pair of peers 
10:0(3 - 10:15 R.i;souree teacher Individual student (writing) 
'.0: 15 - 10:30 iv^source teacher consults with teachers or tutors or 

iissesses new referrals 
:0::^0 - 1 1:00 Reading tutoring: 11 pairs 

11:00- 11:20 p.esource teacher Individual student ( reading) 
11:20 ' ] 1:50 Resource teacher. Individual student (reading/math) 
11:50 - i:^05 (MAV.F) Resource.teacher Individual student 
(writing) 

(T-Th) Consultation with-teachers 
i2:C5 - 12:150 Resource ttjacher travels to afternoon school 
12:30 - 12:45 Lunch with tutors — discussion of projects 
12:45 - 1:15 Reading tutoring; Fc^ur pairs 

Math tutoring: One pair 

Independent work: One student wr tin^ 
1:00 - 3:00 (Wed) Adult volimteer [a- '^fiod teacher) assess new 

referrals 

1:00 - 2:30 (M-F) Adult volunteer p^^rf;.'rms clerical work. 

constructs insiructional maU-rials. wiites 
comprehension j'*'*^tions and subslilC'Cs for absent 
tutors 

1:15 . 1 50 [M-Th) Adult v"..uaerr tutor:-; a student: 

(reading/math) 

Resource teacher SmaM ^^loap o.r Iwr. (math) 
Th^ise students spend a pi.^ruon ofihis time in peer 
tutoring ,. 

1:50 ^ 2:10 Resource teacher: SiTiail group of f(?ur (reading) 

2:10 - 2:20 One student monitu:>- compie'dun -jf ihe ' laVv. home" 

assignment of small gr:>up and tutors kind.:?rgarten 

youngsters on color recognition 
2:15 -2:45 Resource teacher; Sinali group ^.>f four (reading) 

2:30 -2:45 Spelling tutoring: One p^ir of peers 

2:45 -3:15 Reading tutoring: Six pairs 



nCURE 3. Daily Schedule Showing Tutoring and AduU Vofunteers in a 
Special Education Itinerant Resource Teacher Program (Two Skihoolo). 



On relatively rare occasions, a principal or Ujacher has rt?fust?d to 
release tutors during classroom time. In this circumstance, tht? more 
p(?rsist{?nt program developtJr may wish to (jxplore ihv. possibility of 
scheduling tutoring during lunch break, reccjss. or after school. Whihj 
this option is clearly less-^csirable than incorporating tutoring within 
the regular school day. it is sometimes the only one available a new- 
program. Oace establish(?d. tutoring programs usually drav; favorable 
attention and strong endorsements from parents of tutors. This sup- 
port, along with the children's (jnthusiasm for tutoring and tht? 
demonstrated learning resulting from the? individual instruction, can 
be helpful in gaining acceptance for incorporating the program within 
the school day. 

INFORMING PARENTS ABOUT THE PROGRAM 

The parents ')f potential tutors will need to be informed of the program 
and the proposed involvement of their children. This can besi be 
handled by a letter which states that their son or daughter, because of 
ac:ademic and personal qualifications, has been recommended by the 
classroom teacher for a tutoring position in which he or she will help 
another student. The letter should also describe some of the teaching 
and measurement skills which the tutors will acquire., the adult supijr- 
vision involved, rhe requirement for maintaining high quality 
classroom work, and an agreement for regular reporting on the stu- 
dent's job performance. A sample letter is shown in Figure 4. 

The building principal should approve the letter before it is sent and 
determine who (herself or the special education teacher) should 
answer inquiries about the program. The classroom teachers who 
recommended tutors should also have an opportunity to comment on 
the letter's contents. Once tutoring has begun, the program manager 
still mamtains reFponsibility for keeping classroom teachers and 
parents informed about the performance of the tutors. 

DESIGNING LESSONS AND A MEASUREMENT SYSTEM 

Tutors dTo not skilled diagnosticians, curriculum developers, or ex- 
perts in designing instruction. These are teachei- competencies and 
responsibilities. The data on the effects of unstructured programs 
point out the dangers of delegating loo many decisions to student 
tutors. Decisions about the content of instruction are among the first to 
be made by teachers. Research evidence and personal expericmcc? lead 
us to recommend that the content of tutoring lessons be closely aligned 
.with the learner's regular classroom programs. For example, lessons 
can be structured that use the same reading anc; spelling curriculum 
that is used in the classroom. A typical beginning reading lesson con- 
ducted by a tutor would involve several minutes' work on letter 
sounds, several minutes' instruction on new words, with the re- 
mainder of the period devoted to oral reading. For an older student. 
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lh(! {v.iwhrs mioht rcphicr. tho Iv.Ur.v sound and new word practic:(! with 
word metanin^ instriu:tion. error word drill following the oral rt^adin^. 
and answcria^ ciomprehcnsion queslionsr^The basic: structure of the: 
lessons changes little from day to day. but the content, which follows 
the classroom reading se^rii^s. is adjusted in accordance with the 
learn(!r"s de^monslration of mastery. Thus, th(! tutors do not have to m- 
vt^nt each day's U^sson ane^w; rathe^r. they follow an established lesson 
format. 

Tho teacher nw'ds to develop a • proa^dure for measuring students- 
performance on each asoeK:t of reading. Th(. tutors can nKuisure and 
chart progress dailv an their studc^nts gain in competence, and the 



Dear, 



to be 



Your sun (daughter) has biMin recommend(?(t by 

.1 student tutor at Audubon Kleim^ntary School. His ttMcher l)(«ii-v(^s 

th-jt . has di^monsiTaled the academic sut:c(!ss. patumce, 

and maturitv needed to help another youngster experience mure 
academic succt^ss in school. In a cross age tutoring program, your son 
will b(' a model and a sptunal teachi^r to a younger chiUl. 

The recommended voungstt^rs at Audubon Eh^mentary School wdl 
partuapaK^ in a 2 wc«t;k training program. They will be instructed m 
some basic techniques to teach read^nj; The tut.)rs will also learn to use 
u stomvatch and a calcuiaior to compute oral reading rale and 
percenU— corr^'ct In the tutoring pr')gram, a data based instructional 
program will be us,:d and th. uUors will learn to chart and interpret 
sirvt^rai kinds of graphs. • 

The training and management of the tutoring program will be under 
mv constant sapervision. A quarterly report of your chdd's tutoring 
experiences will sent to vou. It is also understood by the principal. 

cdassroom tt.icher. and m(. that _ will maintain his hign 

arademic achievements and exemplary social b(.havior at school in 
order to continue m the tutoring program If you nave any questions 
phrase call me or come to see me at Audahon in the afternoon. Parents 
iire invited to visit tho tutoring program at <.p.v time. 
Sincer(^lv. 



Linda jenkins 
Resource Room Teachiir 

Yj.j^ has my permission to participate in the tutoring 

program at Auduborr. 



Parent's signature! 



FIGURE 4. A Sampre^^etter to Pc;«nt9 of Potential Tutors. 
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teacher can employ these data in making instructional modifications 
for particular students. For example, the teacher may note that a story 
needs V \n* nipeated. fhat letter sounds are being introduced too 
slowly, inat vocabulary needs to be overlearned for purposes of reten- 
tion, or that a change in incentives may b.i required to motivate the stu- 
dent to work more diligently. Sample charts kept by tutors enable the 
teacher to monitor children s progress daily. Following is a suggested 
method for recording performance and progress for individual stu- 
dents. 

Measuring Performance and Progress 

A teacher can maintain. three types of visual data displays (charts) for 
each child served. These include a daily performance chart, a daily 
progress (in the curriculum) chart, and an annual progr(\ss chant. 

Doily Performance Charts 

The daily performance chart can be used to monitor the student's func- 
tioning on those behaviors that are directly taught. For example, using 
the bands on Sterling's performance chart (see Figure 5) his reading 
accuracy (top band), oral reading rate (second band), letter sound ac- 
curacy (third band) and comprehension accuracy (fourth band) are 
monitored. The reading accuracy and rate data are based on a 100 
word passage draw-h from the story on which Sterling is vi^orking. if 
Sterling reads this sample with less than 95% accuracy, he must work 
on that story another day. The comprehension data are based on Ster- 
ling's answers to several questions covering the story's content. He 
must achieve at least 80% comprehension of each story. The chart also 
tcills his tutor v%^hen to introduce additional letter sounds within a level 
or to remain on those he worked on the previous day. 

Sterling's chart shows that on September 18 his reading accuracy on 
the first story in Level 8. Ailyn and Bacon, was 96% . his oral rate was 
45 words per minute, his letter sound accuracy (Level 6) was 100% . 
and his. comprehension was 100%, 

Daily Progress Chart 

This second chart (see Figure 6) is tied closely to the daily perfor- 
mance chart. It reflects the students' rate of progress through the read- 
ing curriculum in terms of mastering stories (95% accuracy and 80% 
comprehension) within the reading levels. For example, it reveals that 
on September 18. Sterling mastered the first three stories in Level 8. 
Allyn and Bacon: The straight diagonal line on Sterling's chart reflects 
the progress goal for him for the semester — i.e.. mastery of Level 8 
through story 3 of Level U. If Sterling were to fall below this line, his 
teacher wouW<ieed to modify his program, perhaps scheduling more 
tutoring or changing some aspect of the lesson. Moreover, hv referring 
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back to his daily performance chart, his teach(;r can dou:rmine if the 
difficulty was related to rcjading accuracy or comprpKension. 

The tutors maintain both the performance and progress charts for 
their students. They share these data with the teachcrr each day so that 
he or she can determine if and when a program changti is ntiedtid. 

Annual Progress Chart 

Whereas the previous two charts arci plott(jd (! .:ly. the Annual 
Progress Chart (see Figure 7) is intended to reflu.:' month to month 
progress in the curriculum. Normal grade level pn .^^rL:. /urough the 
curriculum is depicted up the left side. For example, ir ttie Allyn ^md 
Bacon series. Levels 6 through 10 are taught in Grade v;ith the 9 sto- 
ries of LtJvel 6 taughl in September (bottom left box on id). In Grade 
6, Lev(jl 19 (24 stories) is taught during the first semcisuji a-^.d Lv.wd 20 
(24 stories) is taught during the second semesttir. 



STUDENT Stwrl.ng CURRICULUM Allyo & B^con 

SEMESTER ^EAR CL . TEACHER H«nrv_ 



SCHOOL F rankhn 



SP TEACHER. ierik_inA. 



TUTOR, L^w 



I - 




FIGURE 5. Daily Progress In Curriculum 
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FIGURE 6. Daily Performance Chart 




TIME IN SCHOOL 

FIGURE 7. Yearly Progress Chart 



The child's years in school are depicted across the bottom of this 
chart, with 9 months shown for each of the 6 elementary years. The 
heavy diagonal line shows normal progress in the curriculum — i.e., 
one month's progress for every month in school. The dashed line indi- 
cates the teacher s long term goal for Sterling. It extends from the first 
' month of third grade (when Sterling was first referred) to the fourth 
month of fourth grade (when it is hoped that Sterling will be reading at 
grade level). As indicated on the chart. Sterling had mastered only 
reading skills taught through Level 7 during his first three years in 
school. 

This chart is tied in closely wi.h the two previous charts. It. shows 
Sterling's actual plots at the end of each of the first five months of the 
current year. This chart can be used to determine a student s progress 
toward the long range goals that are stated in his or her individualized 
education program (lEP). More information on this kind of charting 
system can be found in Data Based Program Mollification by Denq 
and Mirkin (1977). 

Diagnostic Testing 

In what appears to be an almost universal phenomenon, special and 
remedial education leache;:^ or school psychologists routinely select 
and administers battery of diagnostic tests to every child experiencing 
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learning proDlems. i Me avowoU intt^nl (H in is testing is tu iU;lermine 
\hc chiUinrn's strengths and weaknesses, thus (enabling teachers to 
design an appnjpriafe" instructional pn^^ram that will meet th(? speeia.L 
neecis of each sti^ulerit. Mtnv. specifically, ihi.^ test informatitni usually 
translates into decisions about what to teach and how to teach it. 

We take an extreme position on the vaUu? of most diagnostic test- 
ing — that A is essentially bunk. Perhaps we should explain! For^the 
most part, the tests and subtests within a 'diagnostic ^att(?ry'" provitle 
norm reiferentred infurmatitJn. either in terms ui graiie ecjuivalent 
scores or pcTcentile ranks, which essentially tells where a particular 
stuti^.jnt stands in relation to other students. This infcjrmation may be 
interest in suggesting the extent to which a particular chPici deviates from, 
his or her peers on a specific skill (eg , sound !>! ^iing) or within a 
general academic area (e.g., reading), but it is '.irtuaily usi?U;ss ior deter- 
n'aning what io teach. 

To illustrate, knowing that a child is in the 8th percenr^'.e of children 
his or her age in the ability to recognize wonis on ihv. Peabcnly In- 
dividual Achievement Test does not help a teacher select fcjr instruc- 
tion the words \hcA will maximize the chiUfs prcjgress in a particular 
curriculum. To do that, the teacher would neetl to determine the se- 
quence letter sound and w(.)r(! intrtKluctitrii within a curriculum, the 
t:urriculum"s requirement for bU;nding. antl the chiUl's mastery of 
those skills. Even criterion referenced tests, whether ass{?ssing wcjrd 
analysis, sountl blending, or (Jther skills, are entirely to(j general to be 
of much value for placement, if they are not -rorrelated with spc^cific 
curricula. The assessment needetl f(jr placing children in an .instruc- 
tional sequence and for designing less(jns is neither arcane n(jr highly 
sophisticatetl. It is simply a matter of analyzing the skills taught in a 
curriculum and determining whit:h of thtjsi? skills the child has yet t(i 
master. 

As for determini.u^ he// to teach, no diagntjstic tests or subtests are 
currently available that assess h^arner style so that teachers or psy- 
chologists can tlifferr-ntially match instructional prijcedures to take ad- 
vantage of inciivitiual learner trails. Ccmtrary to the claiiYis fcund in 
meth(Kls extboc^ks. test manuals, and other authoritative s(Hircc:s. evi- 
dent:e to suppt^rt mritt:hing instructicmal prcjcedures tcj learnt;r slyU? 
.simply cioes ncM exist. Thi. m(3St popular vr?rsion (jf the learn^'^'style-in- 
structio'nal matching myth r(;lates to assessing the learner s modality 
stfC'ngths and wt?aknesses. The idea is that while some children are 
primarily auditc^ry learners, others are er,sentially vi.sual learners, and 
that instructional effec:tiv(;ness will be enhanced by matching auditory 
tf?aching method? with the formc-r and visaal methtnls with [hv. latter.' 
I'sually. this strategy takes the f(irm of giving sy.stematic. synthetic 
phonics inslrudidn (e.g.. D" tar Reading, a ''predominantly auditory" 
approach) to children with aiuiitory strengths, and whole word (e.g.. 
Scott Forcsm'an. a "predominately visual.** sight word approach) to 
children with visual strengths, 
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To date there have been 14 studies that useu ii variety of modality 
assessment tools and a variety of reading methodologies to test this 
modality uituhing strategy with elementary aged children. None of 
these found that children who received instruction that matched their 
modality strength learned more than children whose instruction 
matched their modality weakness (Arter & Jenkins. 1979). These 
data should not be interpreted to mean that children do ..ot differ on 
any traits that might mt(iract with instructional procedure's, for they 
nost certainly do. I-or example, some children will work hard for a 
tutor's attention, others might be reinforced by earning an opportunity 
to play checkers, and still others may impr ne their performance so 
that tlicy caa earn the privilege of learning a magic trick. The point is 
that time consumed in pre-instruct ^.al diagnosis of learning style is 
not'tirae well spent, at least with thi?.current state of diagnostic tech- 
nology. Teachers can provide their tutors with simple mciiisurenien* 
strategies, such as the charts shown above, which will suffice to in- 
form them when adjustments arc needed in the instructional program. 

DESIGNING AND CONDUCTING TUTOR TRAINING 

The specific content of training programs to prepare children for tutor- 
ing will vary with t^. subject area in which they tutor, the kind of per- 
formance measur .s .the program employs, and th ? types of children to 
be tuiored. Nevertheles: . training will usually address these general 
topics: information about the program and the tutors' responsibilities, 
measurement procedures, lesson st; icture. teaching proccKlures^ and 
personal b( haviors. 

Program and Responsibilities 

Trainees are given irfornicition on the purpose of the program and the 
responsibilities that come with being a tutor. Responsibilities pertain- 
ing to tutoring itself include the regular time commitment, punctuality, 
confidentiality, and positive regard Tor the learner. The tutor's own 
classroom responsibilities include maintaining the quality of work on 
their regular assignments and keeping informed about and making up 
any work they missed while out of the classroom. 

Measurement 

Since a program s success depends largely on the teacher's ability to 
make accurate instructional decisions, considerable training time is 
devoted to toac^ ing the tutors the data system that provides teachers 
with the information needed in this decision making. Trainees learn 
what performance data they will collect (e.g.. percent correct, rate of 
math facts, c/al reading, and spelling) and the procedures for collect- 
ing these data 'e.g., random samples of math facts from specified do- 
: dins, preselected passages, and structured spei/mg lists). Trainees 
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ABOUT TRAINING 



Additional Training 

After a while, tutors will want to expand thei: teaching skills. Once my 
program is running smoothly. I usually schedule a training session on 
asking compreht'nsion questions. My sixth graders have enjoyed learn- 
ing the c fferences between literal and inferential questions. They even 
began analyzing the kinds of questions asked by their classroom 
teccher. and became so sophisticate^ in this regard that their teacher. 
Ms, Bennett, wondered if somehow she had been using these terms in- 
advertently while teaching. LM/, Special Education Resource Teacher 

Supervision 

While the children are tutoring. I supervise by walking from pair to 
pair, observing and monitoring. In this way I can correct any mistakes 
that might be made. If the same mistakes are made consistently, then it 
is time to retrain the ^utor. The retraining might be in a brief session 
after school or at recess, ^ust on the deficit skills. If that doesn't remedy 
the errors, thea the tutor is removed from the tutoring program and has 
to repeat the formal tutor training. Marianne Abbey, Title I Teacher. 
Garden Hills School, Champaign, (llinois 

Tutors Can Contribute to Making Instructional Dec^aions 

Lisa, an n year oid tutor, had been taught the concepts of instructional 
and motivational interventions }er^. her 8 year old tutee. had always 
been cocoerative. actually eager, to do his sound sheet and isolaied. 
word dri... and t j orally read with Lisa every day. However, shortly 
after jerry gradi ated to a new book, Lisa told me that he was complain- 
ing about doinp his reading lesson. Jerry had been required to maste 
new words introduced in a particular story. The number of words in- 
tr v.luce^ in the new reader was now 20 to 25 as compared to the earlier 
average of 10. The first thing Jerry did when coming to his lesson was 
look at the num jer of new word cards and frown. Mastering these 
words before reading the story was aversive, Liza realized that Ihc- 
b ' ic prob'em was the number of new words and *h'u a new instruc- 
tional intervention was necessary. LM/ . ' 

Charting 

Charting is a very good : jarning experience. Most kids my age don't 
knov\ inything about charting and might never know. It is also fun. It 
makes me feel like a real teacher He er Jewett, 6th Grade Tutor, 
/ronk^^n School j 
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may need to learn how to use stopwatches and pocket calculators 
10 compute summary statistics. In addition, they will need practice in 
transcribing performance data onto record sheets and charts, if -visual 
data displays are used. 

Lesson Structure and Teaching Procedures 

Depending upon the tutors' academic specialization (e.g,. reading or 
math), trainees learn how to leach specific skills (e.g., sound identifica- 
tion, sound blending, reading out loud, one to one coi-respondence. 
adding, subtracting), appropriate use of prompts, and error correction 
procedures. They also learn the various components of a lesson and 
the amount of time allocated to each component. 

Training procedures for preparing tutors on these tasks extend 
beyond mere telling. Teachers can demonstrate an entire lesson while 
trainees observe the teacher as he or she models appropriate tutor-stu- 
dent interact ions. Teachers can also model lesson components or small 
scale instructional episodes, and follow these with role playing oppor- 
tunities for the trainees who exchange tutor and student roles with 
r :h other. Finally, tutors can be introduced to their jobs by allowmg 
them to assume responsibility for parts of lessons, and— as they, 
become comfortable— allowing them gradually to assume more 
responsibility. 

Personal Behavior 

In the category of interpersonal skills, trainees learn how to display 
positive verbal and nonverbal behavior, including active listening, con- 
versing, and praising good effort. They learn not to show impa- 
tience, c^is^ust. or disappointment. They learn that errors are merely a 
signal for more teaching, not punishment and disapproval (Armstrong, et 
al 1979) They learn to appiove and give attep*"on to appropriate student 
behaviors and to ignore and redirect off task escape behaviors. The, 
learn not to interrupt classroom teachers while picking up or returnmg 
their students, and to avoid creating disturbances. 

As we stated earlier, different tutoring programs will vary in their 
specific training content because they d'ffer on important features 
such as their instructional focus and measurement procedures. Thus, 
it would be difficult to design and disseminate tutor training pco- 
cedures and content for general consumption. The topics described 
here do. however, represent categories of information and skills that a 
program manager will likely address. Recognizing that application of a 
specific training program is somewhat limited, and would require 
. modification and adaptation even for highly similar conditions, we have 
outlined in the Appendix how tutor training is conducted in one special 
education resource program that relies heavily on a cross age. helping 
model in providing individual instruction. 



KEEPING TUTORS MOTIV ATED 



Do Student Tutors Get Bored? 

When initiating a tutoring program, teachers and principals often ask 
me about elementary age youngsters becom ing bored. "These are only 
11 year old children!" In my experience, boredom is not a problem. 
Dropping out usually happens either during the training period or in 
the first weeks of tutoring. However, once involved in tutoring, most 
students develop a sense of pride about their accomplishments as 
teachers; this pridie and social reinforcement from the tutee. resource 
teacher, and parents maintain interest and involvement. LMJ, Special 
Education Resource Teacher 

Changing Paixs 

Changing pairs can be important in maintaining children's interest in 
tutoring. Some tutors need and want "bigger" challenges. Doesn't this 
happen to us as teachers? We remember most the "hard core" special 
education child whom we helped to learn a difficult academic task. 
Other tutors enjoy teaching and being a part of the tutoring group but 
prefer the well behaved, easier to teach child whose lesson is 
"straightforward" — e.g.. teaching addition combinations on flash cards. 
Both easy and difficult tasks need to be accomplished. A good tutor 
program manager must constantly assess both the needs of her students 
and of the tutors. A good pairing is one which produces learning for the 
student and satisfaction for the tutor. This aspect of program manage- 
ment is reminiscent of the school management situation where a prin- 
cip)al suggests a grade change to a teacher in hopes of producing better 
teaching and a "happrer" teacher. LMJ 

Selecting a Tutor ci the Week 

Selecting a youngster every week for outstanding tutoring gives the 
resource room teacher opportunities to further reinforce the tutors and 
point out good teaching behaviors such as careful listening, outstanding 
praising, good record keeping, eta This is also another way to augment 
training, because it reminds all tutors of the important aspects of good 
teaching and helps to shape and refine appropriate behaviors in some 
tutors who may have drifted somewhat from their earlier levels. 
..Throughout the school year all tutors can be honored by this selection. 
LMJ 
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The Tutoring Room is a Good Place to Be 



The status of being a tutor is enhanced when the tutoring room is 
available before and after school and during rea.ss. Tutors can meet 
here to have lunch, talk, do homework, construct tutoring materials, 
etc. Making the room available during the day also enables tutors to ob- 
serve the resource teacher modeling good teaching behaviors during 
small group sessions (e.g.. Distar) or one to one lessons. Seeing the 
resource teacher"tutoring" objectifies for the tutors the similarity bet- 
ween their role and that of the teacher. LM/ 

Tutor Meetings 

I had two meetings a month for the tutors. The first meeting was for dis- 
cussion. If anyone had problems, we shared not only the problems but 
some possible solutions. We also reviewed specific skills, which al- 
ways seemed to be necessary. The second meeting was a breakfast get 
together. I always brought orange juice and donuts. and we just had fun 
together, /an Walker, Special Education Teacher, Oregon. Illinois 

Tutoring: A Special Privilege 

It is important to make tutoring a sp xial privilege so that the tutors 
work hard to do a good job. I also provide incentives such as tutor 
luncheons and "Tutor of the Week Awards.;.' Almost every day stu- 
dents stop me in the hall with the question. "Miss Abbey, can I be a 
tutor?" Marianne Abbey. Title / Teacher, Garden Hills School. 

Champaign, Illinois 

Tutoring Provides Some Natural keinforcers 

I did not always.write tutor report cards. They are probably not ab- 
solutely essential, but parents definitely appreciate the feedback. For 
example. Debbie Frank's mother requested that her daughter's tutoring 
report cards be included in DebbieVpermanent record. Rachel Ander- 
son's mother asked for a copy of her daughter's "report card" to show 
Rachel's grandmother and father. LM/ 



Feedback from a Tutor 

If the resource teacher didn't pay any attention to us I think I would 
make a lot of mistakes and I wouldn't like tutoring as well, I'd probably 
keep on tutorir- even if we didn't receive daily treat, but it is nice to 
have one. One of the mcst fun things we tutors do is to eat lunch 
together in the tutcr room. Jenny Sagara, 6th Grade Tutor. Franklin 
School 
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Providing the Tutors with a Variety of Reinforcers 

1 have always used material reinforcers to help maintain the tutors par- 
ticipation and h?gh level of commitment. My tutors can earn a daily 
treat such as peanuts, a pretzel stick, or a piece of candy or a sucker On 
Fridays, if they hdv j tutored every day, they can earn a package of gum, 
or another treat of equal value. The tutors are young people who are 
devoting a significant amount of their time und energy to this program, 
and I feel that adding tangible r^jinforcn's can significantly h.ilp in 
maintaining this involvement. I always tell them that the tangible rein- 
forcers they earn are analogous to my receiving a pay check ^nd that, 
although I love teaching, I.would probably not be as faithful to this 
work, if I were not paid. 

In addition to the material reinforcers. 1 verbally thank the 
yourgsters each day for their good tatoring. and I frequently write thtm 
a short note mentioning something special they did that day or ^hat 
week. I also use a quarterly report card to inform the tutors and their 
parents about the skills the student tutors have learned as well as those 
ihey have taught to their student during the preceding quarter. In addi- 
tion, I intermittently schedule a luncheon or breakfast mee*ing with the 
tutors. This is a good time lo discus? any changes in procedures and to 
reinforce their tutoring performances again. Anothe* reinforcer the 
tutors enjoy is the opportunity to use my room to do their schoolwork. 
make tutoring materials, or j.ust talk. 

Two other special reinforcers come to mind. A picture of the tutors 
group is easily produced and is a strong reinforcer. One yrar I had pic- 
tures taken of the tutors with their students. The principal ^ad these 
pictures prominently displayed on the school bulletin boara. Another 
special reinforcer I've used is an en. !>f the ye; " party for (he tutors. 
The children bring n;ost of the food, aad 1 ■■ ngt; the time and place, 
and provide opportunities to play basebai* ^ ' *r In one 
school Xlit principal felt the tutors had coi. . • : . ...c ^ to th 
school, he arranged for an all day field trip . '-'^'^.l'- -■ inds National 
Park which was paid for by the school His' 

In iiumm<iry. I believe that it is cruc :-c:r. .) time, some 

monej. and some thinking to help main .-^ hri interest and 
enthusiasm. These youngsters arc pietty vofrcic: p -.j. ^ who are per- 
formingan inv-luable service. Theirco- .;'':i^Tl'' i» -.^j- 'ntsacommit- 
ment on the pa t of the "tutor teacher** l ""--P^ : - -nd even 
material reinforcement. The benefits art -'n-r s> fort. When the 
school year ends, and I observe the long .. " Jts of the tutoring 
program, on '.he children tutored and on wth in responsibility 

and social maturity on the tutor's part, it is v ^^ar that the time and 
energy I've devotee to supporting the tutors n-v ily easily justified 
but provides a great deal satisfaction. U^ij 
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BEGINNING TUTORING 

By thf! iimc the; tutors havf; compleled their train: ' rojiimen they arc 
eager to get started with thoir students. As is th • . ■ :■ in underta!<ing 
anv new job. there are ample opportunities for r-:^, • L^s oven with the 
• best of training. Thus, during the first few m coring sessions, the 
teacher will need to monitor the lesson carrfuiiy and conduct post- 
tutoring debriefing sessions. For this reas; :■. ! is wise to stagger the 
beginning of tutoring with just a few pair- -.ngon a given day. As 
tutors grow more accustomed to their ros.- : miK.rino and debrief mg 
sessions can be reduced, but never corr;;.';. , -Sy arc; .;ed, Ihe teacher 
. can use the tutoring period to refine tutov : k..l«, io (.,;serve and analyze 
learning and instructional problems for -.-.udents whose progress is 
slow, and possibly to introduce new tu;(-: mto the program. 

MAINTAINING TUTORS' INVOLVEMENT n . : D INTEREST 

Like teaching, tutoring is not an easy icK It can try a persop-s o^itience. 
tolerance and interpersonal skills. Thert. ?re good days ai;- ...d days. 
But like teaching, tutoring producer mai.s aatin^l rewards tor ttte in- 
structor the most significant of wh:-'!! - .]-• change ii,; .-Jll and compe- 
tence on the part of the iearner. ■ pro.'Xi^s charts .at r(!Cord the 
lea-ners growth over time help to amplifx ihe pn,:.-x..<^ of th(; tutors 
work The charts and what th(!y rep.-eser:- , at v.^^s '-^nm'l the tutors 
of their accor:ci.shn.ents and the : ••?-n;r s--ist-.-..Uon that accom- 
panies them; they also prr.vide reco'v UK-. • - " the learner, the 
special education teacher, classroom teach;;- -u.' parents. Besides 
the satisfaction that comes with having he'pe.' - .o>.her person, tutors 
are accorded respect and presti-e fronV ir:,'- students, peers, and 
adults for their enactment of the 'ench ,;:- loie. This too serves as a 
strong reinforce- for maintaining v.: 

Tutors need these and other reuafor - ..s to p^^rsist in their jobs, since 
there are always compclinp ■.:o.-.;i-Kjncies which vie for theif time. 
Keeping tutors motivatr;d - c" .J onge to the program developer or 
cpecial education teacher. F :.:- :.al attention from the teacher - time 
sr.-nt with tutors in discus--, = - the tutoring projects as well as other 
aspects of their school and persoaal lives — has considerable in- 
nuenc- on tutors' interest and continued participation in the program. 
-This is roi'"hiy analogous to the interchange and friendship that 
jev(;lop an,ong teachers ■'- the school lounge. Another means of main- 
taining tutors- motive ■, v. ^- by drawing attention to their accomplish- 
ments through quart., r:v .eports; informal discussion with their 
paren's ternhers. and orincipal: letters for their files or to their parents 
(ser Figure 8 school or lorr.'. newspaper articles; and comments and 
remarks tuat'remind them fie importance of their contribution to 
the children they teach. A t- .d means of maintaining motivation is 
through systema- scheduling of reinforcing events such as tutor 
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luncheons, parlies, awards, pictures, and meetings. This combination 
of reinforcers ranging from intrinsic to extrinsic motivators has 
proven successful in holding the interest and involvement of cross age 
tutors for as many as 3 consecutive years of servic^e. 



FIGURE 8, A Tutoring Report Card for Parents. 

Dear Mr. and Mrs. D: 

Theresa has done an outstanding job of tutoring Marie. Since 
November 26 Theresa has helped Marie to master and complete 25 
stories in Level 12 and 8 stories in Level 13 of her reading scries. She 
has alsc) helped Marie master the individual letter sounds and sound 
Combinations introduced in levels 9 through 11. 

Theresa has become a conscientious data collector and proficient in 
recording this information on Marie's performance charts. It took 
Theresa 3 weeks into tutoring to acquire these skills, but she kept at it 
until she mastered them. Theresa has also learned to perform certain 
statistical calculations: she can calculate percentage correct for 
measures {)f reading accuracy and comprehension, as well as derive 
Orel reading rale from a combination of time and percent data. 

Since we began in November. Theresa has missed only one tutoring 
session, and that was because she had classroom work to complete. 
Indicative of her conscientious approach to this job..Theresa notified 
me of her schedule conflict and helped me arrange for a substitute tutor 
for the lesson. Theresa has devoted more time to tutoring than many of 
he youngsters in the room. She has come to my room on several 
mornings to prepare materials and to check on her charts. To help 
increase Marie's motivation to read. Theresa made a very clever sticker 
poster on which Marie earned a prize for cumulating good lessons. 

I am especially pleased with Theresa's social maturity. She was the 
first tutor to volunteer to work with a youngster close to her own age. 
She is vciv sensitive to Marie's feelings and has done an outstanding 
job of helping her to feel positive about her reading progress. She has a 
spticial way of making Marie feel successful in her reading program 
and of involving Marie in her own learning. She has encouraged Marie 
to locale their reading books and folder and to set up ihe desks and 
materials for their reading lesson. This cooperation between the two is 
terrific. Her commitment to helping Marie learn to read is evident in 
the number of stories and sound sheets Marie has mastt^rtid. Thert^sa's 
kindness, sincerity, and responsibility are especially admirable in a 10 
year old youngster. 

Sincerely. 
Linda [enkins 
Resource 'H^acher 



5 Classroom Volunteers 



In addition to cross age tutors, teachers can recruit other persons into 
school volunteer programs to help in classrooms. Parents were once 
just about the only volunteers found in schools. More recently, 
organizations such as the National School Volunteer Program (NSVP) 
have taken a more aggressive approach to helping local school districts 
organize large scale volunteer programs that attract individuals from a 
variety of stations in life. Some of the strategies that NSVP has used to 
recruit volunteers and structure their services are applicable to special 
education and remedial education programs. Drawing on the materials 
developed by NVSP we will present a brief overview of volunteer ser- 
vices, recruiting strategies, and procedures for managing volunteers in 
the classroom. 

ROLES FOR VOLUNTEERS IN SPECL\L EDUCATION 

Volunteers can serve both instructional and clerical support functions. 
Most volunteers want to work directly with children, but some prefer a 
noninstructional support role. Typifying the former services are direct 
teaching activities such as tutoring. Many of the statements made 
earlier about training, supervising, and structuring lessons for cross 
age tutors also apply to adult volunteers who serve as tutors. Depend- 
ing upon the adults* experience in working with children, teachers 
may be able to assign them some hard to manage students, or some 
older students whom they would be reluctant to pair with student 
tutors.. 

Since they have other commitments, adults generally can volunteer 
only one or at best two days per week, thus creating a scheduling 
problem for teachers who wish to use them in a tutoringxa^acity. The 
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problem is that the children who would be tutored require more fre- 
quent usually daily, services. With some ingenuity, however, it is 
possible to circumvent the scheduling difficulties posed by adult 
volunteers. For example, when teachers have access to several adult 
volunteers, they can sometimes arrange for each of them to come on 
different weekdays— for instance, in the afternoons— so that between 
them they provide regular services to several children. Such an ar- 
rangement requires well organized communication between the 
varous adults so that thev provide structured and cooramated services 
to the children they share. The responsibility for organizing a worka- 
ble message and measurement system is the teacher's, but the benefits 
of additional services can far oatweigh the costs of tnese nianagement 
concerns. In an hour or two one adult can tutor between two and four 
children who without them might receive considerably fewer minutes 
of individual academic instruction. 

In cirojmstances where teachers are not so fortunate as to >we 
several adult volunteers and. thus, are prevented from arranging to. 
shared tutoring, they can still obtain good instructional mileage from 
one or two adult volunteers. Teachers have trained an adult to assume 
their own instruction duties one or two periods each week, thereby 
-eleasing themselves to perforn. other needed services such as confer- 
ring with classroom teachers or parents, assessing new referrals, train- 
ing cross age tutors, observing classroom behavior, or consulting with 
building staff on instructional or management problems. Alternatively, 
adult volunteers with special training or backgrounds in education 
have helped teachers in testing and assessment functions, a par- 
ticularly useful service in preventing an accumulating backlog of refer- 
rals. , , f 

On the noninstructional side, adults can help with a number ot sup- 
port tasks such as composing practice sheets, flashcards. or com- 
orehension questions; reproducing instructional materials; selecting 
and counting out reading passages for measurement purposes; tape 
recording text for nonreaders; and preparing reinforcing activities tor 
children Some caution is called for. however. If adults are assigned 
exclusively to noninstructional duties, they may not receive many of 
the natural reinforcements given to those who perform more direct 
human services. For example, they do not witness growth in children s 
skill are not thanked by parents and teachers for helping their 
children, and generally are not accorded special treatment by-either 
fellow service providers or the recipients of thei.' service. Lacking 
these natural reinforcers. adults who provide noninstructional ser- 
■2s wil often need to receive frequent recognition from the teachers 
wSi whom they work, if they are to persist in their service role. 

RECRUITING VOLUNTEERS 

Several successful strategies have been invented for recruiting volun- 
teers. Directly approaching community organizations about the need 
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and opportunities for services — either by speaking to groups or con- 
tacting the organization's leadership — ^x:an yield a number of school 
helpers. ■ NVSP recommends approaching such organizations as 
church groups, synagogues, the education committee of the Chamber 
of Commerce or Junior League, professional and business women's 
clubs, veterans' groups, garden clubs, senior citizen groups, retired 
teacher groups, as well as the parent-teacher association. Talks given 
to the organizations by volunteers themselves are particularly effec- 
tive. Feature articles in weekly and community newspapers that 
describe a volunteer program usually can be counted upon to attract 
new applicants. Radio and television public service announcements 
can be broadcast without cost, yet attract substantial numbers of 
volunteers. 

For example, a 1977 survey of senior citizen school volunteers in 
Houston revealed that 185 indiviauals were recruited as a result of 
group presentations. 51 by newspaper articles, and 27 by public ser- 
vice broadcasts. Posters in store windov.'S, banks, and post offices 
have proven effective. For example, one half of Boston's school volun- 
teers last year were attracted by posters appearing in transit cars and 
buses. Some programs have gained the cooperation of businesses and 
agencies to insert descriptions of volunteer programs in monthly bill- 
ings and social security mailings. These larger scale recruiting efforts 
must be carefully organized and approved by school authorities, and 
often require the appointment of a part or full time coordinator of 
volunteer programs. Using some of the same strategies, individual 
teachers or small collections of teach'ers could, of course, take a more 
modest approach to recruiting a sufficient number of volunteers to 
satisfy their program needs. 

WORKING WITH VOLUNTEERS 

To maximize volunteers' effectiveness, teachers must acquaint them 
with the expectations of the school and their role in service provision. 
A general orientation is reqr-red tc inform volunteers of standard 
school procedures and schedules such as signing in and out, holidays 
and special events (e.g., assemblies or field trips), notification of ab- 
sence, emergency procedures, and policies covering parking, location 
of supplies, restrooms and lounges, and confidentiality with respect to 
students' records. Specific training focuses on teaching procedures, 
^ lesson structure, and measurement of student performance. A lime 
and procedure for teacher-volunteer communication should be 
established. The teacher is also responsible for ensuring that volun- 
teers receive appropriate recognition and frequent reinforcement for 
their cunrnbutions. In this connection, the NSVP recommends that 
teachers regularly tell their volunteers hov*^ much they are contributing 
to the children's development, prompt the children to show their an- 
preciation. prompt other school staff to comment ci the value of the 
services, report volunteer contributions in the school or district 
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newsletter and take the time to know the volunteer as a person. Addi- 
tional information on establishing volunteer programs is available 
from the National School Volunteer Program. Inc. 300 North 
Washington Street. Alexandria. Virginia 22314. 




6 Fina! Comments on 

Tutoring 



The rationale for establishing tutoring programs is based on the 
assumption that regular education has many children who will fail to 
achieve at a rate sufficiently high for them to remain in the educational 
mainstream. Even within special education and remedial programs 
where greater performance discrepanv-ies are tolerated, many children 
are achieving substantially below their potential and. unless some- 
thing rather drastic happens, they- will not acquire the minimum com- 
petencies they will need to function independently as adults. 

If the educational system possessed unlimited resources, many 
more children would achieve academic competence than now do. But 
resources are not unlimited. Moreover, since teachers are responsible 
for providing instruction to a classroom of children, many of whom 
differ both in their previously acquired skills and in their ability fo ac- 
quire new skills, and since the consequences to children for not 
achieving academic competence are both negative and lasting, teachers 
have little choice but to examine their own settings and use their crea- 
tive energies to design nonstandard.means for dealing effectively with 
individual diffi-rences. One nonstandard but apparently efficacious m- 
tervention stro*egy is systematic tutoring. In theory, a tutoring program 
enables 'eiichers Jo increase the amount of academic engaged time for 
individual class fTierabers who require more instruction than is nor- 
mally available under routine classroom arrangements. Again in theo- 
ry*, properly designeti tutoring programs provide students ivith suffi- 
c:ient repetition and feedback for them to master every important skill 
m the curriculum without being pushed too rapidly and without im- 
peding the progress of other students. 

Most program evalualions have indicated that tutoring is an effective 
^ducational intervention aiid, by confirming that theoretical predic- 




lion have given indirect support to the expliinatory wneepts of 
acadtrmie iingaged time and individualization. However, since most ot ^ 
the -research- on tutoring has been formulated as program evaluatior. 
rather than as thixiry testing or component analyses, it has not genec- 
' ated a great deal of information on the partic.dar variables that 

■ differenUate effective 'from ineffective program tlesigns.Therefore. in- 
ferences and prescriptive remarks about critical tutoring variables or 
program x;omponents must be considered as somewhat tentative, and 
viewed cautiouslv by practitioners. 

Having stated these qualifiers, we .attempted to summarize the 
research findings on several key issues that p-actitioners must face in 
structuring a tutoring program. With respect to instructional content, 
tutoring programs that attempt to complement and fortify classroom 

■ inst/uctiun (i.e.. the child's rr;gular reading, arithmetic, anu spelling 
curricula) appear to have an advantage over programs that create their 
own instructional content independent of the chiici-s classroom wc-rk. • 

' Further, tutoring programs that adhere to a mastery learning model, 
where children-s advancemer^t to subsequent instru.tional objectives 
is dictated bv their demonstrated mastery of previous objectives, seem 
to produce Stronger, more consistent eftects 'han do activity centered 
programs that focus more on "teaching" than on learning and in which 
chiid-.-en ar'> exposed to a large variety of instructional events. 

To impier.-.i;nt a mastery model teachers m.ust design a data system 
that yields an index of child performance on instructional targets. Con- 
' stderable'evidencc indicates that teachers who base their instructional 
decision-'^^Cra regularly gathered child performance data produce 
: -.porior achievemer.t. Installing systematic data collection-procedures 
if, prob-ibly all the more important in tutoring progranis because when 
tutors deliver instruction, teachers necessarily lose some of ^he more 
informal feedback they would ordinarily receive v hen they dispense 
instruction themselves. With regard to time. tuH)ring program.^ seem to 
be more effective when students receive daily in^ruction in lessons of 
moderate duration. Tutors who receive systematVMrai.r.ng in basic 
teaching skills along with an opportunity to role phiy^nd refine these 
skills before service 'tend to t.ipchibit more appropriate instructional 
behaviors during tutoring ahd to produce superior learning outcomes 
In selecting-individuals as tutors, characteristics such as race. sex. and 
age do not apoear to systematically predict successful functioning. 

Chikii-en in the upv^: elementary age range have proven remarka- 
bly aioabie of promoting learning as tutors and of eagerly assuming 
great re:; Jonsibi!ily. There is also a fair amount of evidence io indicate 
"hat children who enact teaching benefit in relation to their own cogni- 
^ l;\ e. social, arid personal development. 

SCHOOLS' RECEPTIVITY TO TUTORING 

Given the repeated demonstrations in the educational literature of the 
efficacy of rhis intervention, it is probably safe to conclude that adding 
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ci str:i./ tutoring comDurK^nt to whiit()V(?r nc • exists in ii school's 
refill. - and p(?(:icil educiuion prot^rams will sit^nificantly iUl^m(^nt 
thtMr Cci, '^liily to promoti? a(:hie^'(^m^^nt. So, \vh(T(j iwv. all tho tut{)rini^ 
pr()xi\iins? VVrrc tht' prov(T[)ial visitor frcm anothtir /lancl to tour 
rcJi^Lilar and sp</(:ial (rrlucaiion cl.issrooms" in a random sampUi of 
schools through, at the country., chancjjs iin) high that ' it" vv{)ul(l 
not stumble over a tu^ ^ring progr-im. For all the- (himonstrations of 
succ(issful tutoring programs and for all of th(j tutoring .irticlcs that 
rt^gularly appear in practiti')n(n- o.i. alod journals aiuL magaziivs. 
structured tutoring programs are surprisingly rare. 

It is interesting to speculaliJ on ihi) Kiasons for th(\se conflicting 
f.jcls — the proven utility of this intcTvcmtion hut its lack of acccjp- 
tanc.(j. Several possihhj explanations com(i to mind. Teachers and ad- 
ministrators may not have h(jard that tutoring can atld power to an in- 
structional program, VVhihi sonu; pjiople may be. unfamiliar with the 
data on tutoring eff(?cts. it would he hard to argue that almost ev(M'yon(? 
is in the titirk. givtm the frequency of reports on this topic and the face 
validity of the idea. A (iiff(jrent V(jrsion of th(j unfamiliarity explana- 
tion IS more plausihh^. that is. ttuichers may lack information on h .v to 
organize and structure; a program, how to tUjsign lessons for tutor 
de':very. how to rt^cruit and train lutors. and how to (insure quality 
c^.;itr{)l if [hay subtract themselves from [hv. instructi(mal equatu),.. 
Some teachers are probably deterred from introducing a tutoring 
program because; th(;y f(;el inadtiquately pr.;par(;d for such an und(;r- 
taking. But lack of knowUidge is. at most, only a partial explan-iHon, On 
sev(;ral occasions we know about, sptxial txlucation t(;achers W(;r(; 
off(;r(;d a menu of inservict; training topics of which th(; "how to" of 
cross ag(^ tutoring was one (;ntry th(;y could select. Th(;ir inte-'st in 
tutorins^ ->s not high rtdativt; to oth(;r offerings. 

Anoth(T (;xplanation r(;lat(;s to the anticipated cost-b(;n(;f its of tutor- 
ing. Implt;menting a tutoring program will extract a significant cost in 
terms of additional planning, communication, and bothc/ compar(;d to 
keeping the current program in an unmodified form. Mor(Kn(;r, 
t(;achers may not be entirely convinced that for th(;ir particular situa- 
tion tutoring will yield a disc(;rnible improvement and anticipated 
benefits of sufficient magnitud(; to justify me additional costs of a 
prograin change. If this int(;rpreta{ion is valid then practitioners are in 
a sense estimating the reinforcement they wn! derive; from iistablish- 
ing a tutoring program ar^d concluding that th'jy come up short. W(; 
beli(;v(; that this explanation comes r!os(;r to accounting for teachers' 
and adrr^' strators' low r(;ceptivity to th(; Conc(;pt of system.atically 
(:';si«ned. cross age; tutoring. 

1: serves to (;xplain why many schools are reluctant to initiat(^ tutor- 
ing and why thosf; that do tend ntjt to r iaintain it. Whii(; it is hard to 
locatti a school wh(T(; tuttjring is ongoing, 't is also hard to find a school 
wher(; tutoring has nijver occurrcid. Stateii ^;nts such as. "Oh. yeah, we 
had a tutoring program at Ben Rush Schoo a couph; of years ago." are 
a)mmon!y h(;ard. The implication of th(;sc stat(;rnent is obvious. The 
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rrlovant practitionors either judgeci that the tutoring program "uid not 
work- or that the additional effort demanded by the program was too 

^"iTwell designed tutoring programs are mclced c:apable of producing 
sionificant help for children with learning problems, then it stands as a 
challenge to advocates of this intervention strategy to dev4se a way tor 
schools to readjust the reinforcement value for program organizers 
and cocperating staff so that they are willing to inituije and maintain 
these programs. We have contemplated four genera strate.gies hat 
might be useful in this regard. One is to design a measlirement system 
that will provide regular and accurate feedback to program m.magers 
(teachers- so that they can ensure that each tutored child .s making 
atisfactory progress, Presumab y. the observation and record of 
child S --ve to reinforce practitioners for continued in- 

volvement in a successful program. 

The second strategy also involves measurement, but unlikt. the pre- 
vious strategy it addresses summative rather than formative questions 
in evaluation. Program organizers might develop general measure- 
ment techniques and design data collection procedures hat vvd ena- 
ble them to estimate the magnitude of the tutoring effect-that is. the 
extent to which tutoring augments children's achievement over what 
would have occurred without this intervention. One potential design 
involves before-after assessments of children's progress m the schoo 
curriculum. Two indices would be- computed for each child, one 
estimating the average monthly progress rate prior to tutormg (e.g., .2 
months for each month in school) and the ">her estimeUmg av..age 
monthly progress after the tutoring intervention (e.g., 10 month for 
Teh month in school). Another potential evaluation design is the 
c assical experimental-control group comparis. If school program 
cannot justify random assignment to these gr ..ps. then they m.gh 
modifv the design to include nontutored children from a s.mdar school 
in the'same district who would serve as a comparison group. The oti- 
ct f h' e evaluations is to determine whether or not the tutormg 
program is producing an achievement ^''^^^'^Jf^' ^^ 
this difference. If positive results are obtained, they should f""- ^ 
a reinforcer to the people who contributed to the program and should 
help maintain their continued participation. 

A third strategy requires the involvement of school aclmmistrators^ 
The idea is to begin focusing more attention on learner ^ 'ind ^" 
svstematically and frequently reinforce teachers who J-sume r -spo^^ 
sibilities beyond the ordinary (such as managing a "-"8 P^f 
that result in problem learners' achievement levels that are also 

btjvond the ordinary. .,,„r,r.rt in 

A fourth strategy is to provide budgetary and porsnnnd support in 
the form ot technical assistance for distrirtwide implementation of 
ef eaive intervention procedures. Perhaps a teaching - -P'^--" ^ 
p^iUon could be funded; the teacher or supervisor would coordinate 
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tutoring programs and othur data based 'nt^\rv(;ntiun strategies. The 
C(n;rdinator would provide inservice train inc> to special and remeduhl 
education teachers in how to implement and. operate tutoring 
programs: ht?lp teachers recruit and tiain tutors: assist t(Mchers in sofv- 
ino problems in program management: and develop a practical evalua- 
tion procedurtj thi:t would facilitate decision making as to' program 
modification. The primary goals of the coordinator would be to 
remove some of the obstacles that dcAvs tciachers from participating in 
tutoring programs, and to proviii(j systematic rcnnforcenient ^fer 
program manag(?rs— in tjffect. to alter the cost-ben(?fit data in fav( ..i 
the b(?nefits, 

PLACING TUTORING IN PERSPECTIVE 

The major advantage of tutoring programs is their ability to increase 
academic (ingaged time, and to provide more repetition and practice on 
important academic tasks. Of a)urse, there are a number of factors 
besides academic engaged time and repetition that influence children's 
achievement. Consider for example, selecting skills with high transfer 
value, breaking tasks into learnable components, sequencing skills to 
facilitate acquisition, placing learners at appropriate points within an 
instructional sequence, programing reviews to enhance retention. 
d()signing teaching formats that allow for clear stimulus pr(iS(?ntation. en- 
sure learner attention and provide adequate response opportunities, 
and arranging consequences that induce high levels of motivation. If 
any these are ignored, achievement will be negatively affected, 
whether the learner is in a general classroom or tutoring program. 
Whereas careful p:anning in regard to these Ttems will pay dividends 
in any instructional setting, it is also true that the efficacy of educa- 
tional progranrs ^.:an bf: considerably enhanced bv ensuring that in- 
dfv)dual learners are g.ven sufficient instructional minutes and ade- 
quate response* ()pportimiti.:s .^or them to masttjr t^sential academic skills 
^ \ utormj- programs are uniquely suited to these requirements 
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Appendix 




: We present the following materials to illustrate, for teachers among 
our readers, how to prepare tutors for work with low performing 
children. This materia] describes procedures you can use to train crossV; 
age tutors for work in a special education resource program or a 
lemedial education program suc'i as '^itle I The proceuures were 
developer' by Linda Jenkins, who is a special education resource 
teacher and. therefore, are most relevant for tiK.'se of you who occupy 
similar positions. Of c<^urse, even similar programs differ to some 
degree so that procedures appropriate for one program may need 
modification in another. The procedures outlined .here should be 
viewed fiom that perspective. They may be adopted, adapted, or 
modified to suit 3^our n^eds in ■ Variety of settings: regular or special 
classrooms and resource or remedial services. 

OVERVIEW FC TUTORS 

Begin * itor training with a general meeting of potential tutors. Explain 
to the youngsters that their classroom teacher referred them because 
they are patient, understanding, and good students and thinks they will 
makd good teachers. 

TjII them they are the first kids to be so honored at their school. Re- 
mind them that they will have to keep up their own classroom work if 
they wish to be part of the special group. Describe the general duties 
and responsibililies that are expected of tutors. Tb's would include the 
importance of using positive, nonpunitive teaching techniques, observ- 
ing ru'es governing confidentiality, and making a regular time commit- 
ment. Also describe typical lesson contents and a general overview of 
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the teaching and assessment skills Ihey will learn but do not present so 
detailed an account that it intimidates the students and deters them 
from participating. Ralher. the basic message is that tutoring is a 
serious, worthwhile c>nd important job. but one that is also enjoyable 
and highly rewarding. Give them the parent permission letter (which 
their parenis .must sign) and encourage them to discuss this new 
responsibility with thei: fam-ily. Tutor training can begin when trie 
signed letters are returned. 

MEASUREMENT SKILLS 

Trainees will need to learn aboui sev\.:al aspects of measuren; " a- 
eluding procedures for data collection and data recording, stai- 
calculations, and charting. These skills are taught in the reverse-oi 1 ■ 
of their use. beginning with charting. Introducing charging skills early 
in the training program enables trainees to practice them in subse- 
quent sessions so that by the time -ht-v begin tutoring they have 
become quite proficient. 

Charting 

During>th(^ first tutor training session, teach /-.ocedures for chart- 
ing data on student performance and student prog^" ' n cur program, 
tutors learn to plot mastery of stories orally r -f^ daily progress 
chart,/lr. addition, they learn to plot, on a daily r. ^ rncnce chart, data 
on reading accuracy, oral reading rate, percent ' . comprehension 
questions, and percent correct recognition of U.^li ji* sounds. The charts 
on pages 56. 57. and 81 ar(^ examph^s of th/)se tha^ ruiors ^earn to usi\ 

Be<Mn by describing the conventions for labelin^^ pai'ts of each charv, 
Give'trainees practice sets o/ data and ailow them to pio! several days' 
worth of information. Construe! "homework assignments" on charting 
and give these to the trainees until they are proii.ient. Be sure that 
^ trainees master the skills and if need bo, schedule special sessions for 
individual help. Some of the best tutors have had difficulty in iearring 
the mechanics of measuremant. 

Computation and Recording Skilb 

Give trainees data record siiees (see ihe Sample Data Recording 
Sheet) and den... .^rate-where to p^ace information on such perfor- 
manc(?s as err ^. tallies, peicent correct. rc.>e. and page comp^C 'd 
For example, wiive them hypothetical data on sounding, reading, and 
compreheiisi^r c.^jrs and h...e them tally these in the appropriate 

box. , J X f 

Also give thrm hypothetical time dat^ (n^nutes and seconos^ tor 
oral reading passages of different lengths (.50 or 100 words). ;each 
ihem formulae for computing percent correct and oral ^'^ading rates {% 
correct x 60 sec -i-total seconds) along with instructions on how to cor- 
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vert minulcs and secv)nds (e.g. 'S 35") into total sucunds (e.g.. 155"), 
Fifth and sixth grade traintnis easily Irarn to calculate) percent correct, 
bu*t at Hrsi lack an adequate CDnceplualiziitlon of its rrn?aning. 'i'hey 
also fiiul il surprisingly difficult to convert larg(?r units of {'iinv. into se- 
conds. To perform these calculations rapidly, espetaally those yielding 
rate data, they will neeti lo Icjarn how to read a stop watch and use a 
battery operatt^d calculator. A good deal of practice is requinHi before 
they become) proficient. It is a good idea to rest?rve a few minutes for 
practicmg these sivills in tMch subsecjuent training session. 

Data Coiiection 

Training on data collection is best delayed until aftt)r ihv. tutors have 
learned more about leaching techniques and lesson components. The 
following material describt.'s elements of data collectitm that will be 
covered. 

Describe? how the* trainees will ttist students' performance daily on 
each teaching task. For example, they must administer a brief test on 
soundii. oral reading, comprehension, and any other teaching task in- 
clu(ie({ in their lesstm. In tjur program, sounds are tested from a 10 
\\v.m sample drawn from a sound sheet; oral reading accuracy and rate 
are lesicd m preselected 50 or 100 word samples: and, comprehension 
IS tested with (uiestions at the end of each story. 

TEACHING SKILLS: PRAISE AND REINFORCEMENT 

Teach the importance of positive reinforcement — of praising and 
smiling— and the hazards of criticizing, frowning, and giving lo^)ks of 
disgust. If you have been carefully modeling positive reinforcement as 
the tutor trainer, you can call the trainees' attention to this fact and il- 
lustrate it with examples of state)mt;nts you made earlier. Remind them 
how (hey felt when someone criticized them after they had tried tneir 
best, or how they would like to he told "Your charts are all wrong'* ver- 
sus *"Your charting is neatly done. Let's plot some; of these points 
together again." 

Traine;e\s are quick to un(h!rstand the difffTcnce; betw(?en punish- 
me^nt and positive reinforcement and enjoy discussing their own 
classroom experiences. Let them generate a variety of praise state- 
ments. Demonstrate for them specific praise — such as "good sounding 
out, " "good remembering" — as opposed to general praise remarks, 
e.g.. "good." "Tine." Discuss the importance of honest praise — e.g,. a 
statement that a student is "the best reader in the world** is not believa- 
ble. 

During the rr^st of tutor training, take every opportunity to openly 
praise? the traine^es. Point out your own verbal reinforcing statements 
after you've said them. Have \hi) tutors "practice praising** wher trying 
out skills with each other. 
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When my tutors have completed tutor training, the first question on 

their tutor test is: The most important skill a good tutor has is . 

Eighty percent of the tutors answer, "lu praise we'l." 



TEACHING SKILLS: CONTENT 

Since most referrals art! chilcinin with r(!adint2 problems. \\c amcen- 
Irate prinuirily on the basic skills nec;d(;d for tu' .An^^ in " (^uinnin^ reatl- 
ing. Training in more sophist ir.ated teaching procedures ,ach as those 
used for teaching word meanings and probing comprehension, is 
usually postponed until the students have experienced several weeks 
of actual tutoring. 

Sounds andBlending 

With respect to beginning reading instruction, tutors are given training 
on vowel sounds, digraphs, graphemic bases, and consonant blends as 
introduced in the school's reading curriculum. They are taught the 
basic teaching strategy of Model-Lead-Test derived from Distar and 
are shown how to apply it to the teaching of letter sounds. They should 
be given an opportunity to pair off and practice this procedure with 
each other. Next, tutors are shown how to use the materials they will 
use for letter sound instruction. In our program, we use a sound sheet 
with 10 sounds to a row so that computing percent correct will be easy 
for the tutor. After the training session on sounds, it is important to test 
each tutor on several rows of sounds the next day. Later, each student 
should be checked individually for knowledge of letter sounds. 

The lesson on teaching sounds in isolation is followed by one 
devoted to teaching sound blending. Trainees are taught to apply the 
Model-Lead-Tes; procedure to sound blending instruction: They are 
also taught to coordinate pointing to letters with saying letters, to hold 
sounds, blend two sounds, and to "say it fast.' The resource teacher 
should "teach** several words to the trainees, demonstrating good and 
bad models and leads, and pointing out when it is time to "test'* the 
child. Again, the tutors should practice this in pairs. At this point. yOu 
will, need to carefully monitor role playing sessions and shape ap- 
propriate teaching skills. 

Error Detection 

The next phase in training is devoted to the monitoring of ral reading 
and the detection of various types rf reading errors. Teach ttie students 
about additionr. omissions, substitutions, an ■: teacher-helps or 
prompts, Proviae ever;;one with a copy of a text and then orally read a 
passage to the tutors. First have them look for on'v one kind of (?vror 
(e,g.. omissions) and count the number they hear. In reading the 
passage, make some repetitions and self corrections, and discuss why 
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these are nut cuuntfed as errors. Next, introduce a second error catego- 
ry such as substitutions and repeat the exercise. After every error type 
has been introdiu:ed. rtiad them <i 100 word passage, making some er- 
rors from riu:h (:aleg{)ry. At this point, they should count the errors, 
compute percent corret:t. and chart your oral reading accuracy. Con- 
tinue giving practice trials until students meet criterion— i.e.. their er- 
ror count differs from yours by one or l(»ss. 



Correcting Errors 

Next, teach the tutors how to corn.^ct reacimg error., most errors, 
the correction procedure involves redirecting \hc su:dents atttmtion to 
the problem woaiis) and allowing them to try \hv. word uAvm, If they 
"are still wrong, they are prompted to use a soundir v.traiegy and if 
necessary are given a model. Sometimes the whole sentence aeeds to 
be reread. Point out how error correction during a lesson differs from 
that during testing samples. 

Have the trainees tutor you individually in oral reading and in taking 
the daily oral reading test. Arrange for this to happen during tutor 
trainmg time. during lunch, or possibly before or after school, {f the 
tutor's performance is inadequate, reteach the necessary skills. It is 
best to develop good teaching habits before actual tutoring begins 
'pvcause the trainees are eager, and once tutoi ing has begun it is more 
difficult to correct serious problems. 



THE LAST STAGES OF TRAINING 



The Nature of Interventions 

The last concept I teac- during initial tutor training is the difference 
between motivational and instructional interventions. An intervention 
is said to be something we do to teach a skill. List all the instructional 
interventions they have learned in tutor training. Have them list instruc- 
tional interventions they can think of which are used in the classrooms. 
Talk about motivational interventions in which students earn privileges 
or treats. Tutors are often interested in examining their own motivations 
for working hard in school and discussing the function of grades. 
t(?acher and parent approval, interesting subject matter, and self deter- 

min(Ki (ivaluative criteria. 

We discuss learning problems and what kind of intervention should 
• be considered, whether instructional or motivational or perhaps both. 
Viewing teaching this way reduces any tender. -y to blame the student 
with comments like "He is lazy" or -He doesn't try hard." It helps to 
foster the attitude that the problem resides in our instruction, not in the 
student, and that we are responsible for coming up with the effective 
' interventions. 
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FIGURE iO. Sample Tutor Test, 



1. The most important skill u l^()()d tutor has is- 

2. Vvhat is tho name of the chart thai rtniorcis mastc^ry or nonmastrry of 
a story? 

3. What is the nameof-thr chart that records accuracy in reading, 
sounds, and oral readu.g rate? 

4. List the two kinds of interventions that can be used to improve a 
students perfc^rmance. Can yi^ugivean exan.ple of each? 



5. VVrire ths formula used to compute oral reading rate. 



6. How many total seconds . re in the following: 

3 min and 47 sec ^ 2 min and 51 sec 

5 min and 22 sec 1 min and 37 sec 

7 Sot up the appropriate chart to record the data given in this hand- 
out. 

(Student completes charts us i^ sets of data) 

8. Susie re?id a 50 word accuracy sample for her tutor. She made 3 
mistakes in 52 seconds. What is her accuracy and oral reading rate? 



9. List types of reading errors. 



10. What are the three steps in teaching a child to sound blend a word? 



11. Write3 words that have a different sound for sa 

Write 2 words with a different sound fcjr ow. " 

12. BONUS. Joe read a 25 word sampla He made 1 mistake in 37- 
snconds. What is his percentage correct and his oral reading fate?_ 

13. What are the criteria for passing a story? 

14. When giving a test on the sound sheet and the student pauses, how 
long do you wait before counting it as an error? 

^ _J 
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Testing the Tutors 

It is important to liavo nich trainee demunstrato proficiency on all 
aspects of measurement, charting, teaching content, and teaching pro- 
cedures, "ff^c'dn be accomplished through structured role playing 
among .atbring pairs or with the teacher. In addition, 1 like to mark the 
close of formal training by giving a simple paper and pencil test that 
everyone must pasi vvith 95 to 100% accuracy (see Sample Tutor Test). 
This helps to catch some misunderstandings and serves as a basis for 
discussion. Hold a conference vvith every tutor and go over any 
mistakes on the test. Later, write a note to the tutor congratulating him 
or her upon becoming a full fledged tutor. I usually include a little pre- 
sent such as a pencil vviih a special eraser and/or a small ruler. The 
tutors in my room have a design-ited place on a book shelf to keep their 
tutoring materials. 



Practice Sess:on8 

Although the students have officially become tutors, the next to the last 
step in trai.^ing is to model a v^hole lesson vvith a "real" student. I hav€ 
the tutors watch in groups of tv\o or three. While teaching the student, I 
tell the tutors what 1 am doing. The lesson is somewhat abbreviated 
becajse of my running commentary for the tutors, but it enables the 
tutors to observe each lesson segment before trying it themselves. On 
occasion,- 1 have had tutors teach only one part of a lesson and then 1 
gradually introduce more components as they'grow accustomed to 
their job. \ 

Final Instructions 

Finally, trainees learn the procedures for picking up and ret...ning 
their students, notifying the resource teacher about absences, discuss- 
ing their students' progress, and modifying their students' lesson. 

PRACTICAL CONSIDERATIONS 

There are several administrative hints w^hich are helpful in initiating a 
tutor program: Have oral reading test samples counted and marked for 
each story in advance. Have stories clearly numbered. Have sound 
sheets made up for every reader that tutors w,il use. For the beginning 
reading books, produce sets of flashcards for new words introduced in 
each story and code these so that they are easily found and returned. 
Tutors should know where to find and return student folders, stop- 
watches. calcu>ators, reading materials, and reinforcerV such as 
stickers, etc. 

These tutor training sessions take about two school weeks. It is ap- 
parent that many skills ^>re not taught, such as asking literal com- 



prehension questions, probing comprehension. i:orrecting conriprehen- 
sion errors, teaching vocabulary meanings and teaching aritlimt^tic 
operations. Nevertheless, training just described should ijnable a 
teacher to begin a small cross age reading tutoring piogram im- 
mediately. The tutors can practice what they know. It will take three to 
four weeks for them to be comfortable with thnir lessens. Special, skills 
necessary for a particular lesson can be taught during subsequent 
training sessions. 



87 



References 



Ailnn. v. L (Ed). Children as teachers: Theory and research an tutoring. 
N(.'vv .York:' Academic; Press. 1576. ' ' ^ 

Allt'n v., ik Fuidman. R. Decodijig of children's nonverbal responses. Techni- 
cal Report No. 365. Madis(jn: Wisconsin \os(;urch and D(;v(dopmcnt 
Confer for Cognitive learning, 1975 

Allen. y„ & Feldman, R. Stucfies on the rrle of tutor. In V. Allen (Ed.), 
.Children as teachtis: Theory and :esearch on tutoring. Ntjvv York: 
Academic Press, 1976, 

,Angyl(j. M. Scciai skills theory. In V. Allen (Ed.). Children as (ecichers; 7iieo, 
ry nnd research on tutarin^i. \*evv York: AcadtJiTiic Press. 1973. 

Armbruster. B, B., Stcv.-ns. R. & Rosenskine. B. Analyzing content 
coverage and ewphnsisiA study of three curricula and tv/o tests. Techni- 
cal Report No. 26. Urbana-Champaign: C-ntor for the Study of Reading. 
University r.: Illinois. 1977. 

Armstrong. S. L".. Cohlon. M, F.. Pierson. P. M.. & Stahlbrand. K, The cos: 
ef/ectiveness of peer and cross-age tutoring. Paper presented pi the An- 
nual Meeting of The Council for Exceptional C:hildren. Dallas. Texas 
1979. 

Arter. J. A.. & jcinkins. J.R Examining the benefiis and prevalence of modality 
considerations in special education, /ourna/ o; Specia/ Education, 1977. 
- 71, 231-298, 

Arter. J. A.. ^ J(;nkins, J. R, Differential diagnosis-prescriptive leaching: .A cri- 
tical appraisal, fievieiv of Educational Research/ 1979, 49(4), 517-555. 

Barnard, D. P., & DeCracie. ). Vocabulary analysis of new primary reading 
series. The Reading Teacher, 1976. 17^-180. 

Bauseji. R. B.. Moody. W. S.. & Wazl. F. N. A fa?ctoriai study rJ tutoring vs. 
classroom instruction. American Educational Research Journal 1972 9 
592-597. * , 

BecRer. W. Teaching reading and language to the disadvantaged^-What we 
have learned from field research. Harvard Educational Review 1977 47 
518-543. ^ ' ' 

89 



Becker W C ^ Carnipe. D. W. Din^ct instruction— A hehuvior theory model 
fur a>mprehen.,jve v.ducalional intervention with the ciisudvcintuged. 
Paper ur^tsi'iitrti at r^^Hth Symposium on B(^havior Modificatiun. Caracas. 
Ven(;zueia. 19TH. 

BrrV>r VV & Englemann. S. ThtJ ilirtn:l instrm-.tion nuuiel. In R. Rhine {hd.). 

Encouraging change in Americu's schools: A decade of c xperimentaliun. 

New York: Aeademii: Press. 197a , -mi 

Berliner D. C. Fishi-r. C. W.. KUby. \.. .Sc Marlievv. R. Proposal for Phase IN 

of beginning teacher evaluation study. S.m Francisco: Far West [.dujrato- 

ry for Educational R(?st:arc:h and Devrlopmeiit. 197tr 
B<.hannon. R. Direct and daily measurement proc.-dure.s in the identification 

und treatment of reading proMenis. I : npu.hhshril diHitoral diss. ilalu,n. 

rniv(TSitv of Washington. 197'). 
Carnine. D.."& "Silbcrt. ]. Direct instruction reading. Columbus OH: Charles 

E. Meirdl. 197^i _ ■ ^ o.- 

Cloward. R. Studies in tutoring. Journal of Experimental Education, l^^b/. 36. . ^ 

14-Z5. 

C^)u ird R D Teenagers as tutors of Unv-achu-vin'^ c:hd(iren. Impact op 
" tutors and tutL-es. In V. Allen (Ed.). Children as teachers; Theory and 

research^ on tutoring. New York: Academic Prt^ss. 1976. 
Col(>man. I. S. Youth: Translation to adulthood. Chicago: Umvers.ty ot 
Chica,. Press. 1974. ^ i 

Dent). S. L.- .Ht'Mirkin. P. K. Dcita-based program modificaiion; A manual. 

Rcston VA- The C:ounLil fo-- Exceptional Childrt^n. 1977. 
Dineen ] P Clark H B.. & Rislev. T R. Peer tutor ing among eU^mentary , stu- 
dents: Educational bent.fiiri to the tutor. Journal of Applit^d Benavior. 
-Analysis. 1977. 10. 231-238. 
Elder. L. A. The use of students as tutors in after school study ccmters. Disser- 
tation Abstract Iri^ternationai. 15.57. 28(1-A). 7\. 
Ellson. D. C;, Harris. P.. & Barber. L A. A field test of progr..med and 

dire( t(;d tutoring. Reading Research Quarterly. 19BH. 3. 307-367. 
^eshhach N D Teaching stvles in young children: Implications tor pe(.>r 
/ tutoring. In V. L. Allen (Ed.). Children as teachers: Theory anc: research 
on tutoring. New York; Academic Press 1976. 
' Fink W T & Sandall. S. R One-to-one and small group instruction. Un- 
pthiished paper partly supported by BEH grant to the Ccn;(>r on Human 
D(^v ■lopin(ml. IJniversitv of Oregon. Eug(m(?. undatr:d. 
Fnst.T. P. Attituclinal eff-cls f)n .'ih graders of tutoring vounger (:hildr(>n. Jis- 

sprtation Abstracts International. 1972. 33 (o-A). -2:;5. 
Fre.leru .s H. D.. Anderson. R. B.. Baldwin. V. L. C;-ov(>. D.. Moore W. C. 
Moore M &B(Mird. ]. H. The identification of competencies of toachers 
of the severely handicapped. linpuldish(ui manuscript. 'U^aching 
Rrsj-arch Monmi-' "* Ortn^on. undatjMi. 
Frostig. M.- & Home. u. The Frosiig program for the development of visual 
perception: Teachers guide. Chicago: Folhrtt. 1064. 
■ Cartner. A.. Kohler. M.. & Reissman F. Children teach children: Learning by 
tpachmg. New York: Harper & Row. 1971. 
'Mass C V ^ Smith M L. .Meta-annlvT;is of research on the relationship of 
" class-s:^e and achieve.'ment. Uiboralor^ of Educational R(>search. Univor- 

sity of Colorado. 1978. 
Hagj-ertv M THl- .effects of being a tutor and hc.-ing a (:cnins.;l(;r in u group or. 
self. Concept and achiL-vc^ment of unrioranhioving adolescent mali^s, Dissf.T- 

! . -90 



tation Abstracts International '1971, 31, (9-A). 4460. 

Haring, N. Gvf & Baleman. B. Teaching the learning disabled child, 
Englt^wood Cliffs NJ: Prentice-Hall, 1977. 

Harrison, G. V. The effects of trained and untrained student tutors on the 
criterion performance of disadvantaged first graders. Paper presented at 
the meeting of the American Education Research Association. Los 
Angeles, March 1969. ^ . 

Harrison, G. V. The structured tutoring mode]. Provo UT; Brigham Young 
University Press, 1971. 

Harrision. G. V., & Brimloy, V-. The use of sfruc^ured tutoring techniques in 
teaching low achieving six year oids^o read. Paper presented at lh(? an- 
nual meeting of the American Educational Research Association, New 
York City, February, 1971, \ 

Haynes. M.. Persona! c ommunication, 1977, 

lenkins, J, R. Mayhall, W, F., Pcschka. Q. & jenkins, L M. Comparing small 
group and tutorial instruction in resource rooms. Exceptional Children, 
1974, 40, 245-250. ^ 

Jenkins, J. R., Mayhall, W. F., Peschka. C, & Townsend, V, Using direct and 
daily measures to influence learning, Journai of Learning Disabilities 
1974, 7, 14-17, 

Jenkins, J. R., & Mayhall, W. F. Development and evaluation of a resource 

teacher program. Reprinted ia.E, L Meyen (Ed.), Basic readings in the 

study of exceptional children and youth, 1976. 11(10), 607, 617. 
Jenkins, J. R.. & Pany. D. Standardized achi&vement tests: How useful for 

special education? Exceptiona],t^i]dren, 1978, 44, 448-453. 
Jones, W. C. Some effects of tutoring experiences on tutoring and tutored 

children. Doctoral dissertation, University of Georgia, 1974, University 

Microfilms No, 74-04825. 
Kelly, M. R. Pupil tutoring in reading of low achieving second grade pupils by 

low achieving fourth-grade pupils. Dissertation Abstracts /nternationai, 

1972 , 32(9-A), 4881. 

Kephart, N. C. The siow learner in the c.'assroom. Columbus OH: Charles E. 
Merrill, i960. 

King, T. Affective outcomes of cross-age tutoring. Unpublished manuscript, 
1979. 

Klenlschy, M, P, An examination of sex-pairing effectiveness for reading 
tutoring. Paper presented at annual meeting of the California Educational 
Research Association, San Diego, November 1971. 

Klentschy, M. P, The effect of sixth-grade tutors on the word attack attain- 
ment of second graders. Paper presented at annual meeting of the Califor- 
nia Educational Research Association, San Jose, November. 1972. 

Kloslerman, R. The effectiveness of a diagnoslically structured reading 
program. The Reading Teacher, 1970, 24, 159-162. 

Linton, T., jr. The effec* ; of grade displacement between student tutors and 
students tutored. Dissertation Abstracts /nternationa], 1973, j:*(8-A), 4091. 

Lippill, P. Cress-age helpers. National Educational Association journal, 

^ .March, 1968, 24-26. 

Lippitl,^P., & Lippill, R. Cross-age helping program: Orientation, training 
and related materials. Ann Arbor University of Michigan, Center for 
Research on Utilization of Scientific Knowledge, Listilule for Social 
Research, 1969. 

Lovitt, T. C. Managir\g inappropriate behaviors in ti e dassroom, Reslon VA: 

91 

p 

97 



U, -'^'c f «.S'C\u!'lTAXp.™h fo, .each 

C-rismCt-nliTof b-iiCounlV. Hobbs. Ni^vvMoxu:o. 19,i . . ,. , 

K, h VV F & Ukins I R. S.:h.Hiuling .laily or loss-th.n-da>ly >nstnu:.,c,n: 

MaJ'hla/ w-ljon^ins. ,. R.. Chos.uu.. N.. Roso. K.. S.hoo.,...-. K . . ,o.i.n. 

B Superv>s.on and «i.e of mstruC.on as factors m .u.or.al program.. Lx, 

ceptional Children. 1975 . 42. 151-154. 
McKenzie H Special education and consulting teachers. In Rov. Clark. D. K. 

Evans &L A Hamerlynck (Eds.). Implementing behavioraLpro^rams for 
^ schools and clinics. Champaign. IL: Research Pross. 1972. ■ 
McSonag e L ^n >nvestigat>on of attitude chango m college tutors toward 

black children as a function of required tu.ormg. Dissertation Abstracts 

International. 1972. 33(4-A). 1521. ,p,m rh,l,)r=n as 

Melaragno R. I. The tutorial community. In V. L. Allen (Ed.). Ch.ldr n as 

tSers: Theory and research on tutoring New York: Academu: l^ress. 

Miiskoff E H. Research on psycholinguistic training: Critique and 

guidelines Exceptional Children, 1975. 42. 136-144. 
Mifk n P K A comparison of the effects of three formative evaluat.on 

sLiegies on reading performance. UnpubUshed doctoral d.ssertat.on. 

Moha^M 'peel iTgt a'tShni.ue for unmotivated, a research report. 
Iredonia^^Y: Teacher Education Research Cpnter. State UnworsUy Col- 

MooTy "aSell. R. B.. . ,er.kms. ,. R The effects of dass s.o on .he 

iZn.ug of mathematics: A parametric study, /ournal for Research m 
Mathematics Education. 1973. 4. 170-176. » j ♦ ^ 

Morgan R F & Toy. T. B. Learning by teaching: A student-to-student conn- 
Snsatory .utor.4 program in a rural school system and '.s re evan to 
^,e educational cooperative.- Psychological Record. 1970. 20, 159-169 

N.:d:rmtrr! V. C. Effects of tra.n.ng on 'j^- "---7/; 

1^ <n f rrrrt V TraS P^^eSsTa personated 

n '^T/'L^^r^ * Birch-1 W Teaching exceptionar children in all 
'^^merica^-schods. R s.on U The Councfl of Exceptional Children. 1978. 

America sscnoo children learn from chddren. In S. 

'"tSl'a a°nd'c Sn (Edt Reodings on teaching readin, Chicago: 
RoS:~1 "rne;.^5.rAcTm-c engaged time. British /ournol 

nf Teacher Education, 1978. 4, 3-16. ... j ^ 

Shovel I P & Nuhn. D. Underachievers >n reading and wnt.ng respond to a 

tutoring program. Clearing House, 1968. 43. 236-239. ..^^ 
Shaver. I P & Nuhn. D. The effectiveness of tutoring underachievers in 



readino and writing, journal of Educational Research. i971. 6*5. 107-112. 

Smith. R, f. Sounder A complete reading? tulorin-^ s>'stem. Beileviu? VVA: Ed- 
mark Associate's. 1975. 

Stallings. J. A.. & Kaskovvitz. D. Fo//oiv-throu^h cicissroom observohon 
evaluation. 1972-3. Stanford CA: Stanford Center for Research and 
Development in Teaching. 1974. 

Stoddard. G. The dual progress plan. New York: Harper and Brothers, igei. 

Symula. J. F. The Fredonia migrant tutorial reading program. Reading Im- 
provement, 1975. 12, 66-70. , 

Thomas. J. L. Are elementary tutors as effective as older tutors in promoting 
reading gains? Dissertation Abstracts internationa/. 1972. 32(7-A). 3580. 

Towson. S.. Allen. V. L. The effects of evaiuotion of tutee on tutor's reac- 
tion to tutoring. Unpublished manuscript. University of Wisconsin. 1970. 

Werth. T. G. An assessment of the reciprocal effect of high school senior low 
achievers in English classes. Unpublished doctoral dissertation. Oregon 
State University. 1968. 

Witte. P. H. The effects of group reward structure on interracial acceptance, 
peer tutoring and academic performance. Dissertation Abstracts interna- 
tional. 1972. 32(9-A). 5367. 

Wylie.U C. The self concept (Rev. ed.j. A review of methodological con- 
siderations and measuring instruments (Vol. 1). Lincoln: University of 
Nebraska Press. 1974. 

Yamamoto. J. Y.. & Klentschy. M. An examination of ini'Si^rade tutoring ex- 
eperience on attitudinal development of inner city children. Paper pre- 
sented at the annual meeting of the California Educational Research 
Association. San Jose. November 1972. 



93 3 J 



